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ABSTRACT 

This booky one in a five-volume series dealing with 
perspectives in American educationr discusses the need forr the role 
of r and current developments in alternatives in education. The series 
is intended to contribute to a better understanding of the 
educational process and the relation of education to human welfare. 
Chapter one provides an historical perspective of the role of 
alternatives in education. Chapter two discusses resistance to 
alternative programs and describes characteristicsr purposes^ and 
types of alternatives both inside and outside the public school 
system. The development of alternative schools in Grand Rapids^ 
Michiganr and the reasons for their success are examined in Chapter 
three. Contained in Chapter four are a discussion of programs that 
combine school and community learning and an examination of the 
societal and educational issues which have led to the development of 
these programs. The search for solutions for equal education in a 
pluralistic societyr the right to learn^ and the importance of choice 
educatior. are discussed in chapters fiver sixr and seven. The book 
concludes with a discussion of current developments in educational 
alternatives. (Author/RM) 
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Perspectives in American Education 



This book is one of a five-volume set published 
by Phi Delta Kappa as part of its national bicentennial 
year program. 

The other titles in the set are: 

The Purposes of Education, by Stephen K. Bailey 

Values in Education, by Max Lerner 

Women in Education, by Patricia C. Sexton 

Melting of the Ethnics: Education of the Immigrants, 1880- 

1914, by Mark Krug 



Introduction 



The two lunulredth anniversary of the American 
dechiration of separation froni the governnient of 
England has stimulated millions of words of senti- 
ment, analysis, nostalgia, an 1 expectation. Much of 
this \'erhal and pictorial outpouring has heen a kind 
of patriotic breast-Ideating. Most of it has been rhetoric. 

Se\'eral years ago the leadership of Phi Delta Kappa 
aiinounced its determination to offer a significant 
contribution to the bicentennial celebration in a series 
of authoritative statements about major facets of Amer- 
ican education that would deserve the attention of 
serious scholars in education, serve the needs of 
neophytes in the profession, and survive as an impor- 
tant permanent contril^ution to the educational litera- 
ture. 

The Board of Directors and staff of Phi Delta Kappa, 
the Board of Governors of the Phi Delta Kappa Educa- 
tional Foundation, and the Project 76 Implementation 
Committee all made important contributions to the 
creation of the Bicentennial Activities Program, of 
which this set of books is only one of seven notable 
projects. The entire program has been made possible 
by the loyal contributions of dedicated Kappans who 
volunteered as Minutemen, Patriots, and Bell Ringers 
according to the size of their donations and by the 
support of the Educational Foundation, based on the 
generous bequest of George Reavis. The purpose of 
the Foundation, as stated at its inception, is to contril)- 
ute to a better understanding of the educative process 
and the relation of education to human w^elfare. These 
five volumes should serve that purpose well. 

A number of persons should be recognized for their 



contributions to the success oi this enterprise. The 
Board of Governors of the Foundation, under the 
leadership of Gordon Swanson, persevered in the early 
planning stages to insure that the effort would be 
made. Other members of the board during this period 
were Edgar Dale, Bessie Gabbard, Arliss Roaden, 
Howard Soule, Bill Turney, and Ted Gordon, now 
deceased. 

The Project '76 Implementation Gommittee, which 
wrestled successfully with the myriad details of ph\n- 
ning, financing, and publicizing the seven activities, 
included Dax id CLirk, Jack Frymier, James Walden, 
Forbis Jordan, and Ted Gordon. 

The Board of Directors of Phi Delta Kappa, 1976 
to 1978, include President Bill L. Turney, President- 
Elect Gerald Leischuck, Vice Presidents William K. 
Poston, Rex K. Reckewey, and Ray Tobiason and 
District Representatixes Gerald L. Berry, Jerome G. 
Kopp, James York, Cecil K. Phillips, Don Park, Philip 
G. Meissner, and Carrel Anderson. 

The major contributors to this set of five perspectives 
on American education are of course the authors. They 
have found time in busy professional schedules to 
produce substantial and memorable manuscripts, both 
scholarly and readable. They have things to say about 
education that are worth saying, and they have said 
them well. They have made a genuine contribution 
to the literature, helping to make a fitting contribution 
to the celebration of two hundred years of national 
freedom. More importantly, they have articulated ideas 
so basic to the. maintenance of that freedom that they 
should be read and heeded as valued guidelines for 
the years ahead, hopefully least another two 
hundred. 

— Lowell Rose 

Executive Secretary, 
Phi Delta Kappa 
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Preface 



Tocla\* it is fashionable to he critical of public 
education. In 1970 we were very fashionable. We were 
also discouraged al^out the failure of efforts to change 
the schools and pessiir.istic about the future of educa- 
tion and the future of society. We feel differently today. 
While we are by no means euphoric, we are confident 
that the niep.ns to improve the schools are at hand. 
Whether communities will take advantage of these 
means and develop school sy.stems consistent with 
a democratic societv and appropriate for the world 
of the future is an open (luestion. This book makes 
no attempt to answer that (inestion. Nor does this book 
advocate alternative schools in every community. What 
it does suggest is that every community needs to 
consider the role of the schools in the future of its 
youth. We hope this l)()()k will contribute to such 
consideration. 
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The Role of Alternatives 
in Education 

A Historical Perspective 

Alternatives have always existed in American 
education. The diversity and availability of al- 
ternatives have varied with tinie and location, 
with social, political, and economic conditions, and 
with race, religion, and other cultural factors. But, 
in general, as the country expanded and developed 
fronm coK nial times to modern, educational alternatives 
hav3 diminished. For children and youth growing up 
in the third quarter of the twentieth century fewer 
options in education were available than in any earlier 
period in America's 200-year history. 

The present pattern of public education, with more 
!:han 90 percent of the population between ages five 
and seventeen assigned to a specific public school 
and required by law to attend it, is a recent develop- 
ment. Choices about education that were basically the 
prerogative of the family for more than 200 years 
(1642-1852) have all but disappeared for the over- 
whelming majority of American families today. No 
one in colonial times, including the founding fathers, 
could have predicted or envisioned the present system 
of universal compulsory public education. 

Lawrence A. Cremin in American Education: The 
Colonial Experience described educational alterna- 
tives of the colonial period (1607-1783): 
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By the iniddle of the eighteenth century, the educational 
institutions of provincial America constituted a fascinating 
kaleidoscope of endless di\ ersity and change. , . . Further- 
more, given the continued noveltv' and unprecedented op- 
portunity of the prox'incial situation, all these institution: , 
each in its own way, found themselves wrestling in thcr 
day-to-day operation with insistent problems of stability 
and change. Parents were ine\'itably caught in heartrending 
dilemmas as to whether to hold their offspring to older 
ways or encourage them along newer lines. . . . 

It is difficult to generalize with any degree of precis !(>n 
about the extent of schooling in pro\ incial America, largely 
because of the phenomenal \'ariation in types and modes 
of instri\olion and the consecjuent difficidty of determining 
exactly w: A to call a school. ... 

The combinations and permutations were legion, and the 
larger and more heterogenous the conununity, the greater 
the latitude and diversity of the arrangements [of schools], 

. . . [W]ith the proliferation of types of schooling, the 
concomitant increase in the variety of printed textual materi- 
als for instruction and self-instruction, and the de velopment 
of libraries for the collection and disseminatUHi of such 
materials, the range of possible life-styles open to a given 
individual beyond the particular version proferred by his 
famiK', his church, or even his neighboring school or 
surrounding community, was \astly enlarged. A particular 
school might or might not have been liberating for a 
particular individual; but the institution of schooling in 
general, when coupled with the How of didactic material 
from the press, was indeed liberating, in that it provided 
genuine life alternatives. , . . 

Thus Cremin reports diver^'lv, family choice, a 
"phenomenal variation in types ..ad modes of instruc- 
tion," and ''the proliferation of types of schooling" 
in prerevolutionary America. Cremin and others have 
documented a surprising dixersity of schooling that 
was available, particularly in the cities and large 
communities. By 1800 three general types of schools 
were available in the well populated areas: the English 
or common school, the Latin grammar school, and 




The Role of Alternatives in Kducation 

the acadeniy. Parochial schools were conunon, inehul- 
ing Anglican, Catholic , Hnguenot, Lutheran, Preshx- 
teriaii, and Quaker schools. Evening schools were 
available in some conmiunitics to meet the needs of 
children and xouth who worked in the (hiytimc. A 
wide variation appeared among colleges, particularK- 
after the Revolution, and the distinctions hctweeii 
colleges and die lower schools were blurred. 

Cremin also reported the availabilitx- of iudix ichial 
teachers in "reading, writing, ciphering, grammar, 
bookkeeping, snrx eying, nax igation, fencing, dancing! 
music, modern languages, embroiderx', and ex erx' con- 
ceivable combination of these and other subjects." 

In spite of the (li\'ersit\' of schools, schooling was 
relatix ely unimportant to tlic av erage citi/en in colonial 
America. The majorit)' of American adults at the time 
of the Rex'ohition had never attended school. Most 
ot those wlio had, had attended for onl\- a wdv or 
two. While society ranked education us jKu^unouut, 
it gave the schools a un'nor role. Schooling was onl\ 
one ot the educational alternali\-cs and was far from 
the most important one. As an e(lucati(onal ageucv of 
society, the school ranked last after 1) the fann'K' and 
bonie, 2) the neigbborhcxKl and local {)mmunity, and 
3) work, eidicr on the family farm, iii the family 
business, or in an apprenticeship arranged bv parents 
for their children. For the few wlio were members 
of established churches, religion also outranked school 
in its importance as an educational agenc\'. Main- small 
communities lacked schools of an\ kind. In larger 
comniunities where schools were available, onlT a 
minoritx- of those of school age attended. Schooling, 
e\'en for elementary grades, did not begin to be 
compulsory until the last half of the nineteenth ccntu- 
r\'. 

Where schools existed, the school "year" was short, 
usually oid\' a few weeks. The majority of children 
were expected to attend for oid\ a few'x'cars, When 
work needed to be done at home or other resj^onsi- 
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hilities appeared within the coninuiiiity, children were 
expected to forego school. Even for the . / Idreo 
involved, school must have been a relutivel\' v;jTr;^nif- 
icant e\ ent, except for the social contacts with others 
in their j;eneral age group. 

Therefore, the routine expectation of t\ pical colonial 
parents was that a variety of schools would he a\'ailahle 
at var\'ing prices for their children if they chose to 
send their children to school at all. 

Education and schooling are not mentioned in the 
U.S. Constitution, ratified in 1789. In Tlw Public 
School Movci)ic}it Richard Pratte suggests that this 
was either because the idea of tree public schools 
or a federal school s\'Stern had not occurred to the 
founding fathers or that the\* thought the issue would 
be too controxersial. It is also possible that schooling 
just wa.sn t \er\ important to the majoritx of those 
who were framing the Constitution. 

Thomas Jefferson did consider school important. 
He was a proponent of mass education, and he envis- 
ioned the "schooled*' electorate as a necessit\' for a 
democratic nation. Jefferson did not participate in the 
constitutional eonxention, and he wanted an amend- 
ment to the Constitution to aid public education. In 
1779 he sponsored an unsuccessful bill in the V^irginia 
legislature that would have provided three years of 
schooling without charge for each free child in the 
state. Thirt\'-fi\e years later, in 1814, he proposed a 
similar bill, which was also defeated. Other Virginia 
legislators did not share his enthusiasm for public 
education. Neither of Jefferson's bills suggested com- 
pulsory schooling. He probably assumed that most, 
if not all, families would take ad\'antage of the oppor- 
tunitx'. 

In his lifetime he was unable to convince Virginians 
of the importance of his modest aspirations for a school 
in ever\- conimunit\' and three years of free public 
schooling for every child. He never advocated com- 
pulsory schooling because he was reluctant to oppose 
the will of the parents. 
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It is likely that Jefferson's libertarian thinking was 
somewhat akin to that expressed half a century later 
by John Stuart Mill, who in his famous essay On 
Liberty in 1859 warned against state-controlled 
schooling in a democratic society. 

All that has been said of the importance of individuality 
of character, and diversity in opinions and modes of conduct, 
involves, as of the same unspeakable importance, di\'ersity 
of education. A generai stivU- education is a mere contrivance 
for molding people to be cv.actly like one another. And 
as the mold in which it easts diem is that which pleases 
the predominant power in die government, whether this 
be a monarch, a priesthood, an aristocrac)-, or the majorit\' 
ai the existing generation in proportion as it is efficient 
and successful, it establishes a despotism over the mind, 
leading by natural tendency to one over the body. An 
education established and controlled by the state should 
only exist, if it exist at all, as one aniotig man\' competing 
experiments, carried on for the purpose of example and 
stimulus, to keep the others up to a certain standard of 
excellence. 

By today's standards Jefferson was an elitist, believ- 
ing that onl\' a small number of youth needed schooling 
beyond grammar school, including those whose fami- 
lies could afford private education and those who were 
of unusual academic ability and whose further school- 
ing would therefore be supported by the state. 

one in Jefferson's time could have foreseen 
today's bureaucratic system of public schooling in 
which students are assigned to schools and compelled 
to attend them for a major portion of their first twenty 
years of life. While earl\ laws in New England made 
parents responsible for the literacy of their children 
and made communities of a certain minimum size 
lesponsiblc for providing a cominon school, the con- 
cept of C' ipulsory attendance was not even consid- 
ered. 

The recording of the history of education creates 
its own mythology. Those who were best educated 
are likely to have kept the best records of their 
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education. Historical bench marks, such as the Mas- 
sachusetts law of 1642 that made parents responsible 
for the literacx* of their children and the 1647 act that 
recjuired everx- town of 100 families or more to provide 
a school, create the illusion of a well-schooled colonial 
societx . While these Massachusetts laws >vere initiated 
for religious reasons, fewx^r than 10 percent of the 
total colonial population belonger to established 
churches. x\pparently these laws » id not produce 
universal education, because 200 years later, in 1852, 
Massachusetts became the first state to pass a compul- 
sor\^ attendance 1 (\\v re(juirnig a 11 children from eight 
to fourteen to attend school for twelve weeks a year 
including six conscjiuive weeks. In The Transforma- 
tion of The School Lawrence Cremin points out that 
''passing a law does n(^t necessarilx* get children to 
school." 

B\' 1860 the concept of universal elementary educa- 
tion was accepted. The majority of states had estab- 
lished public elementar\- schools, and at least lialf of 
the sehool-age children were attending elementarx' 
schools, with the majority in public schools. Atten- 
dance at this time was still a family choice, not \et 
a result of the few state compulsory attendance laws. 

B\- 1900 more than half the states had compulsory 
attendance laws, and universal compulsory elementary 
ehooling was assured. Also by this time strong criti- 
cisms of public schools existed, and numerous experi- 
mental schools, bodi public and nonpublic, were being 
tried. The Commissioner of Education reported that 
students attended school on an average of 86 days 
in 1893-94, leaving adecjuate time for other educational 
alternatives. 

In the secondary school the situation was markedly 
different. Throughout the nineteenth century, youth 
had the option of full-time employment. Public high 
schools were available for only a small minority. 
Apprenticeships, on-the-job training, and private 
schools of various types were frequent choices, but 
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for most youth tlie family expectation was full-time 
employiiieiit by age twelve to fourteen. Interest in 
secondary education increased in some states Follow- 
ing the establishnient of the first public high school 
in 1821 and became general after the 1872 Kalania/oo 
Case affirmed the legality of tax-supported sccondarv 
schools. But by 1890 this option was still available 
to only a few. About 7 percent of the fourteen- to 
seventeen-year-olds were enrolled in secondary 
schools, and a majority were in public schools for 
the first time. By 1900 niore than 10 percent of this 
age group were attending, but onlx* a minoritx' of those 
attending were graduating. Secondary education, pub- 
lic and private, was designed only for the few who 
were academically successful in the elementary school 
and who would, if successful in the secondary school, 
continue on to collt ge. Admission to most large acade- 
mic secondary schools, public and private, was b\- 
examination until about 1920. 

The first vocational high school started in St. Lonis 
in 1881, providing an alternati\*e to the academic and 
a replacement for the apprenticeship, which was no 
longer widely available. With the general acceptance 
of vocational education and with the (hopping of 
entrance examinations for secondary schools, the high 
schools became accessible to more students. Although 
it is difficult even today to find accurate statistics 
on enrollment an.l graduation, it appears that in 1910 
about one of four students was enrolled in secondary 
school, and as man\' as 10 percent of the total sebool- 
age population may have been graduating. 

Universal compulsory secondary education, or mass 
secondary education, was firmly established In' 1940, 
with a majority of the fourteen- to seventeen-year-old 
population enrolled in high school and with nearly 
40 percent graduating. Today mass secondary educa- 
tion is a reality, with almost 90 percent of the age 
group enrolled and with about 70 percent gradnating. 
Two conclusions are obvious: First, in America's 
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2()0-year history, what was originally a diverse array 
of educational options has been reduced to one mono- 
lithic public school sv'steni without choice for the 
individual family. In addition, the major concern 
during this period has been on (quantity rather than 
qualit\\ The tremendous effort and expense of provid- 
ing free public elementary and secondary education 
for rapidlx increasing enrollments has blotted out other 
concerns. Francis Keppel, former U.S. Commissioner 
of Education, has predicted the (juest for quality and 
e(iualit\' will be the coming revolution in American 
education. For the first time in liistory Americans are 
not faced with burgeoning school enrollments. 

"Better Than Ever" Is Not Good Enough 

Regardless of diminishing educational alternatives, 
and in spite of the shift from voluntarism to compul- 
sion b\' a tax-supported bureaucracy, public school 
systems that evolved during 200 years have accom- 
plished a monumental task. American public schools 
are the best in the world. A larger proportion of children 
and youth go to school and go farther in school than 
in an\' other country, ancient or modern. Further, this 
has been accomplished with a heterogenous popula- 
tion, with large numbers of non-English speaking 
immigrants, and with rapidly increasing enrollments. 
Even to solve the logistic problems of schooling for 
more than 50 million students, or almost one-fourth 
of the population, is an amazing feat. 

Today's schools are better than ever, adequate evi- 
dence based on achievement tests aixl ouier measures 
shows that today's children learn more in school than 
their parents or grandparents did, both in basic skills 
and in other curricular areas. This is not to state that 
today's schools are either "good" or effective. In the 
last two decades society's expectations for schools have 
far exceeded the capacity of schools to respond to 
these expectations — universal literacy, mass elementa- 
ry and secondary education, racial and social integra- 
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tion, ecjualitN' of educational opportunity, and higher 
education for those who desire it. Schools cannot 
respond adecjuately to these twentieth-century 
expectations earlier than the twenty-first centur\-. 

More than one ni ill ion students have dropped out 
before graduating from high school each year since 
1960, and this trend is projected to continue through 
1980. These dropouts are froni all levels of ability 
and all socioeconomic kneels. The national dropout 
rate is more than 25 percent and ma\' be as high as 
40 percent. When school enrollments were increasing 
in the 1950s and 1960s, the dropout rate was declining, 
leading some to believe that time would solve the 
problem. Toda\', with declining enrollments in the 
schools, the dropout rate is on the wa\' up. A Senate 
committee reported that the dropout rate increased 
11.7 percent between 1970 and 1973. California reports 
a 50 percent increase of dropouts since 1970. Shelle>' 
Unians sa\*s in How To Cut the Cost of Education, 
''Forty percent of all high school students drop out 
before graduation." More than half of the total adult 
population ha\'e not completed high school. 

Manx* other students in each high school graduating 
class have sta\ed in school but have not benefited 
significantly from their twelve-year investment. One 
evidence of this is alarmingly high absence and truancy 
rates in urban areas. Surveys among the members of 
the National Association of Secondarx' School 
Principals have shown that absenteeism is ranked as 
the number one problem, far ahead of discipline, which 
is number two. Figures on a])senteeism in individual 
schools and school districts vary widely. Walberg and 
Sigler report in the May, 1975, Phi Delta Kappan, 
"One school reporting 90 percent daiK' attendance 
has as few as 20 percent of the students on class lists 
actualK- in their classes." 

**\Ve have looked away so long from the poor child 
going to school that even in this heralded moment 
of enormotis technological capacity, we have onK' the 
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slightest notion oF how main' poor children are in 
school," Thomas Cottle wrote in 1974. *'Our cer^.-^us 
data are wholK' inadeciuate; the actual estimates of 
children out of school run into millions/* 

Estimates on the number of school-age children and 
youth not enrolled in school \'ary from a low of two 
million to a high of ten million. A report by the 
Children's Defense Fund in 1974 indicates that the 
two million out-of-school children reported b\- the U.S. 
(A'nsns are only a fraction of the total number. 

The Children's Defense Fund found in studying 
suspensions that one of ever\' 24 students in school 
districts reporting was suspended in the 1972-73 
school \ear. lu the secondarx- scliool the figure was 
one out of thirteen. Nh)re than 60 percent of these 
suspensions were for nondangerous, nonviolent of- 
fenses, fewer than 3 percent for **destr action of 
property, criminal activity, or use of drugs or alcohol/' 

For more than a decade some people have recognized 
that the schools are not responding effectively to the 
needs of the poor and the culturally different, but 
anxone who goes to an all-white, middle-class, subur- 
l)an school will see some children or youth who are 
not succeeding. At the 1975 NEA Conference on 
Educational Neglect, William Rohwer reported that 
nearly 33 percent of white students from middle-class 
families and almost 45 percent of black students from 
poor families fail to receive grades of C or better. 

More than one million youth ages 12 to 17 cannot 
read at the begiiniing fourth-grade level. A 1975 Office 
ot Education study indicates that more than half of 
American adi \s are either incompetent or barely 
competent in tlie minimal skills necessary for survival 
in contemporarx- society. 

A national study in 1968 reported that little thought- 
hd attention had been given to the English curriculum 
for the middle 50 percent in the high schools and 
predicted that years would pass before effective pro- 
grams for the large group in the middle were devel- 
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oped. Recently, the Organization of American His- 
torians warned that the teaching of American history 
in the public schools was "in crisis." The National 
Assessment of Educational Progress reported in 1975 
that the majority of 17-year-olds and young adults 
were incompetent in solving everyday consumer prob- 
lems in mathematics and that science test scores had 
declined since 1972. 

A U.S. Office of Education report in 1970 stated 
that those most neglected in the schools were the gifted. 
A growing body of informed opinion asserts that the 
major causes of today's school deficiencies are the 
failure to adapt the school to changing conditions and 
the failure to provide alternatives. 

In 1967 John Goodlad suggested, "The incidence 
of nonpromotion, dropouts, alienation, and minimal 
learning in school is such that one is led to conclude 
that today's schools are obsolescent." 

Congressman William Steiger of Wisconsin, in a 
speech at a conference on American Youth in the 
Mid-Seventies, said: "Every year, 2.5 million voung 
people drop out of high school, graduate from a 
'general curriculum,' or drop out of college without 
completing a degree program. Our society has regarded 
this group as the 'failures,' for they have not 'complet- 
ed' the educational stream we have developed for them; 
we now realize that we have failed in not providing 
meaningful alternatives to the college preparatory 
course." 

In the report of a 1973 national conference, The 
Greening of the High School, appears the assertion, 
"This, then is the condition that confronts us: 
though youth is no longer the same, and the world 
is no longer the same, high schools are essentially 
unchanged from what they were at the beginning of 
the century." 

A 1974 publication. Developing New Models, Meth- 
ods, and Means for Education by the Institute for 
the Development of Education Activities, reports: 
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"American schools apparently were designed for a 
different culture, a different concept of learning and 
teaching, and a different clientele than they now 
serve." 

It is not necessary to review the recent reports on 
vandalism, violence, and crime in the schools. Should 
taxpayers he spending more for vandalism in the 
schools than for te\tlKX)ks — more than S5()0 million 
annually? 

The conclusion that "hetter schools than ever he- 
fore" are not good enough will disturh some readers. 
After more than two decades of sincere attempts to 
reform pu]:>lic education, it is difficult to accept the 
conclusion that schools are not effectively responding 
to the living and learning needs of the majority of 
their clientele. 

Nevertheless, this conclusion is hoth valid and well 
verified. At least a dozen national reports on schools 
published since 1970 suggest that schools are in a 
state of crisis and that drastic reforms are called for. 
But more importantK', these recent national reports 
endorse the need for alternatives in public education. 

Why Alternatives in Education? 

In a democratic society people should have choices 
in all important aspects of their lives. The present 
monolithic structure for public education, in which 
all children and youth are assigned without choice 
to a public school, evolved more by accident than 
hy intent. Students, their families, teachers, and other 
educators would benefit if they had choice from a 
plurality of alternatives within public school systems. 
In The Soft Revolution Neil Postman and Charles 
Weingartner wrote, "A major characteristic of the 
American culture is that U is pluralistic. If pluralism 
means anything, it means the availability of options. 
Where there are no options, you have a fraudulent 
pluralism— the name without the reality. This is true 
in business, as well as in government. It is also true 
in education. 
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"At present, our educational system is iiioiiolithic. 
One has no choice hut to accept the sole approach 
to learning offered hy the schools. The situation, if 
not un-Anierican, is not American in spirit." 

Who Decides? 

People closest to the action should have the largest 
share in deciding what goes on in a school. The local 
coniniunity, thefaniilies involved, andthe professional 
staff should all share in decisions that affect their 
lives. People prefer to make real choices among real 
alternatives. 

The Task Force '74 report. The Adolescent, Other 
Citizens, and Their High Schools, states: "Gradually, 
the institution of education has moved away from the 
basic premise of democracy: that people should control 
their institutions. Education is the public institution 
closest to the people. Citizens have the right to be 
involved in governance, policy making, and decisions 
affecting schools." 

An informed and educated electorate is needed to 
make wise decisions about the future course of a 
democratic societx . The best preparation for decision 
making is making decisions. To have adults who will 
make wise decisions tomorrow, students must have 
opportunities for decision making today. One way to 
accomplisli this is to provide alternatives in education 
and let students and their families choose from these 
alternatives. 

Learning and Alternatives 

"In a society as diverse and complex as ours, no 
institution can effecti\^ely serve all people," sa\'s Owen 
Kiernan, executive secretary of the National Associa- 
tion of Secondary School Principals. "By the same 
token, schools should ncA be judged as failures if all 
students do not meet with immediate academic and 
life-related success. Most students respond well to 
what educators have come to describe as the traditional 
approach, while others require alternatives in non- 
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traditional categories. The fact that we continue to 
have almost one million high school dropouts each 
year gives credence to the fact that the standard 
offerings simply do not meet the needs of all students," 
If educators accept that different people learn in 
different ways and at different times, what sense does 
it make to assign all of the eight-year-olds in one 
neighborhood to one school and to one classroom 
within that school? 

When James B. Conant wrote The Americaji High 
School Today in 1959, he was concerned about the 
effectiveness of the comprehensive high school in 
meeting the needs of the academically talented, a group 
he described as the top 15 percent in scholastic 
aptitude. He suggested that some "in the next lower 
10 to 20 percent" could benefit from similar but less 
rigorous academic programs. But American high 
schools had always been designed for the academically 
talented. Possibly because Conant's report was the 
only one at the time, or possibly because Americans 
were very much concerned about the space race then, 
his report evoked much praise and little criticism. It 
is gratifying to be told to continue to do a little better 
what youVe been doing all the time. 

In 1960 the Bruner report. The Process of Education, 
also emphasized cognitive or academic learning, and 
Americans embarked on a decade of reforms to improve 
the curriculum for the academically talented, a minori- 
ty of 15 to 20 percent of the population according 
to Conant'.s figures. Because the majority of children 
and youth are not academically talented, the majority 
are being deprived of equal educational opportunity 
when they are assigned without choice to the standard 
public school. 

In addition to concern for the talented, concern is 
increasing about the faihire of schools to develop the 
basic skills. "Students themselves are not the causes 
of reading failure," say Ronald Santora and Louise 
Jensen. **While some of the causes of reading failure 
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are surely psychological, reading failure is not caused 
by children who have been labeled as 'defective' in 
some cognitive sense or as 'deficient' in some linguistic 
sense. If failure has occurred, it is most often the 
failure of the schools themselves, their environments, 
attitudes, and methods of instruction (or all three)! 
It is the schools that must attempt to restructure 
themselves in order to accommodate a linguistic and 
cultural pluralism among those they serve. If this 
sounds like a plea for alternative learning environ- 
ments, it is/' 

This suggests that the failure to provide alternative 
learning environments deprives some children and 
youth of equal educational opportunity. Assigning all 
children in the community to one school forces stu- 
dents to ''fit" the school. Providing alternative schools 
or environments creates opportunities for making 
schools fit the students. 

Blending Education and Life 

The 1974 Coleman report. Youth: Transition to 
Adulthood, begins with these lines: 

As the iribor of children has become unnecessary to society, 
school has been extended for them. With every decade, 
the length of schooling has increased, until a thoughtful 
person must ask whether society can conceive of no other 
way for youth to come into adulthood. If .schooling were 
a complete environment, the answer would properly be that 
no amount of school i.s too much, and increased schoolirig 
for the young is the best way for the young to spend their 
increased leisure, and society its increased wealth. 

But schooling, as we know it, is not a complete environ- 
ment giving all the necessary opportunities for becoming 
adult. School i.s a certain kind of environment: indi\'idu- 
alistic, oriented toward cognitive achievement, imposing 
dependency on and withholding authority and responsibility 
from those in the role of students. So long as school was 
short and merely a supplement to the main activities of 
growing up, this mattered little. 
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Education cannot he divorced from the realities of 
life. Learning in s'chool should not he isolated from 
the world outside the school. The report quoted ahove 
and three other national reports on the schools pub- 
lished between 1973 and 1975 are unanimous in their 
criticism of schools for isolating youth from society 
and for segregating youth from adults and from other 
age groups in schools. These reports recommend de- 
xeloping educational alternatixes to prox'ide action 
learning, communit\' service, and career awareness, 
and to promote social responsibility. In spite of the 
consensus among these reports, some firmly believe 
that the school's role should be oriented toward cogni- 
tive achieve nent and that the development of social 
responsibiikty is not the role of the schools, but should 
become, as it was in colonial da\'s, the responsibility 
of home, church, and communit\^ 

Cultural Pluralism vs. Public Schooling 

In 1971 the Supreme Court abolished compulsory 
education beyond the elementary school for the Amish. 
The Court'.s opinion said, in part/'The high school 
tends to emphasize intellectual and scientific accom- 
plishments, self-di.stinction, competitiveness, worldly 
success, and social life with other students. Amish 
society emphasizes informal learning through doing; 
a life Of 'goodness' rather than a life of intellect; 
wisdom, rather than technical knowledge; community 
welfare, rather than competition; and separation from, 
rather than integration with, contemporary worldly 
society\'' 

Other parents might also prefer wisdom and cooper- 
ation to self-distinction and competition for fheir 
children. As a nation Americans have taken pride in 
cultural pluralism, but the schools have never reflected 
that pride. The schools' as.signed responsibility for 
Americanizing children of immigrants was interpreted 
as homogenizing children of all racial and ethnic 
groups. The failure of schools to be effective for and 
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responsive to children of minority groups is well 
documented. When all the children from diverse groups 
within the culture were assigned to one school, it was 
natJiral for the school to expect them to conform. Today 
people are more aware of the problems of conflicting 
value systems, racial prejudice and fear, and the various 
educational expectations ot different cultural groups. 
But the standard school has not adjusted to the legiti- 
mate demands of a pluralistic society, and recent 
dev elopments in public education suggest that schools 
are becoming less able to meetthe needs of a pluralistic 
societ)-. "A plea for pluralism may be in conflict with 
much that is happening in contemporary American 
education: increasing consolidation and centralization, 
national assessment programs, curriculum projects 
prepared by outside experts, performance or behavioral 
objectives for children, and demands for stricter ac- 
countability of educators' performances b\' pu])lic 
officials," says Clinton Allij:^>- in Without Coiisoisus: 
Issues iu American Education. "Although often unin- 
tended, all of these have the effect, unless those 
responsible for their implementation are extremely 
careful, of further standardizing the schools. If educa- 
tion is to reflect the pluralistic nature of our society, 
our need is not for more standardization, but for an 
opening of possibilities for experimentation with ways 
of teaching, learning, ainl living. Consensus on issues 
in American education is neither needed nor desira- 
ble." 

The Public Image of Public Education 

Schooling is more important today than at an\' 
previous time in American history for two reasons: 
First, children and youth are spending so much more 
time in schools that scliool has become the major 
institution in their dexelopment into adults in society. 
A second reason is that the cost of this uni\xTsal 
elementary and secondary education is one of the major 
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expenses of society. As a result, educators and educa- 
tion are part of the power struggle within the national 
economy. 

During the decade 1960 to 1970, expenditures for 
pul^lic education rose at a much faster rate than the 
national economy or the Gross National Product. The 
natural result of education getting a larger share of 
available money was the call for accountability from 
sectors that received smaller shares. Educators have 
not yet fully perceived the influence that this changing 
power structure will have on the future of public 
education. 

To further complicate this power struggle within 
the national economy, the public image of the schools 
is at an ebb. Today people are much more sophisticated 
in analyzing problems than in solving them. The critics 
of the schools are better at disparaging than the 
educators are at improving. The media make the 
schools* shortcomings, both real and imagined, gen- 
eral knowledge. Educators will have to compete for 
funds in the unfamiliar national arena with a weakened 
public image of the schools. 

All alternatives that may contribute to more respon- 
sive systems of public education and that may 
strengthen American education as a whole must be 
examined. The North Central Association's Policies 
and Standards for the Accreditation of Optional 
Schools begins with these lines: "In recent years the 
concept of educational choice (optional schools, al- 
ternative schools — call them what you will) has pene- 
trated deeply in the American system of education. 
It seems likely that in the foreseeable future many 
different types of schools will exist side by side within 
the total educational structure, each designed to meet 
a different set of specified learning and living needs 
of young people. These schools will not be competitive 
with nor antagonistic to one another, but rather will 
be complementary in effort and thrust, helping Ameri- 
can education redeem its long-term commitment to 
the fullest education of every child." 
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Tomorrow's Schools Today 

"Every society must somehow solve the problem 
of transforming children into adults, for its very 
survival depends on that solution," said James Cole- 
man in Youth: Transition to Adulthood. In a similar 
vein, Alvin Toffler said in Future Shock, "Just as 
genetic diversity favors the survival of species, educa- 
tional diversity increases the odds for survival of 
societies." 

Futurists seem to agree on a general strategy for 
planning— to design or describe possible alternative 
futures, to determine which are most probable and 
most desirable, and to start moving now toward the 
more desirable. Planning in education could be a 
simple matter. Any school or other learning experience 
that can be designed today can be tried today as one 
choice among others. 

Possible alternative schools and options to schooling 
need to be examined to select those that are most 
desirable within a community and to make them 
available by choice within that community. Today's 
alternatives are the laboratories for tomorrow's educa- 
tion. 

John Gardner, former U.S. Commissioner of Educa- 
tion, said in 1970, "I think the pieces of an educational 
revolution are lying around unassembled, and I think 
we Ve going to put them together in the next few 
years." A move from compulsion to choice in schooling 
must appear before the framework for the revolution 
will be built. 

The future is everybody's business. It is too fragile 
and uncertain to trust to an elite few. Children and 
youth must be educated for the parts they will play 
in determining the future of all. In commenting on 
the role of youth, Toffler says, "The rest of us need 
all the energy, brains, imagination, and talent that 
young people can bring to bear on our difficulties. 
For the society to attempt to solve its desperate prob- 
lems without the full participation of even very young 
people is imbecile." 



32 , 



What Are the Alternatives? 



Many developments in the past two decades, 
such as consolidation of school districts, con- 
struction of larger school buildings, interven- 
tion by federal and state governments, and develop- 
ment of new curricula nationally, have operated to 
standardize public schools. The creation of alternative 
public schools is, in part, a reaction against standard- 
ization, because alternative schools would diversify 
educational opportunities within a community. 

While alternatives have always existed in American 
education, in this century alternative schools have not 
been accessible to the majority of families. From 1940 
to the present, alternatives have been available to a 
smaller proportion of the citizenry than in any earlier 
period. There have always been private schools for 
families who could afford them and parochial schools 
for families who preferred them. Until after 1850 more 
children and youth were enrolled in nonpublic schools 
than in public schools. By 1970 the enrollment in 
nonpublic schools had dropped below 10 percent of 
total elementary and secondary school enrollment for 
the first time, and this decline in nonpublic school 
enrollment is projected to continue at least through 
1980. Thus more than 90 percent of Americans children 
will attend public schools in the forseeable future. 
If alternatives are desirable for some students, they 
will have to be provided within public school systems, 
for that is Vv^here the students are. Few families can 
afford the luxury of the private ;chool. 
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By 1970 interest in educational alternatives within 
public school systems began to increase. Many reasons 
have been cited for this increase. The most acceptable 
is this: After reform attempts in the 196()s, some 
educators realized that the quest for a perfect school 
that would meet the needs of all students had failed. 
They began to question the assumption that a single 
school or program could serve the learning needs of 
all children or youth. One obvious solution was ex- 
ploring alternatives. This new approach to change, 
the provision of optional alternatives within public 
school systems, began to appear in professional litera- 
ture and to be reflected in national reports. The 1970 
White House Conference on Children recommended 
''immediate, massive funding for the development of 
alternative optional forms of public education." By 
1975 more than a dozen national reports had recom- 
mended the development of alternatives within public 
school systems. 

The opening of the Parkway Program in Philadel- 
phia in 1969 caught the attention of the media, and 
Parkway became the symbol of the alternative public 
school movement. Reports on Parkway appeared on 
national television, in professional and popular peri- 
odicals, and in Sunday supplements of newspapers 
throughout the country. Although successful alterna- 
tive public schools were in operation long before this. 
Parkway was the first alternative public school de- 
signed to be available by option to any high school 
student in its community, the city of Philadelphia, 
and the first designed to use the community as a 
learning environment. In practice this program proved 
so popular that the administration was unequipped to 
expand it fast enough to accommodate all the eager 
applicants, so students were selected for admission 
by a lottery system. Parkway has had several thousand 
visitors each year, including parents, teachers, and 
administrators from all parts of the country and from 
many other countries. Several other communities have 
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since developed their own schools without walls fol- 
lowing the Parkway forni. 

With a well-puhhcized model like Parkway and with 
strong reconmiend itions in major national reports, it 
would be reasonable to expect the concept of alterna- 
tive public schools to have been well accepted and 
implemented in man/ communities by now. To date, 
this has not occurred. While more than 5,000 alterna- 
tive public schools are in operation today, their total 
enrollment is probably about one million, or approxi- 
mately 2 percent of the total elementary and secondary 
school enrollment. Only a small proportion of families, 
perhaps as many as 10 percent, have a choice of 
alternative public schools within their communities. 
About one-fourth of the more than 15,000 school 
systems in America may be providing some form of 
alternative education for students within the commu- 
nity. Only a handful of communities, including Berke- 
ley, Grand Rapids, and Minneapolis, are moving to 
options for every family. 

Resistance to Alternative Programs 
While public and professional interest in alternative 
schools and programs seems to be increasing, at the 
same time several factors are inhibiting their adoption. 
The concept of optional alternative public schools is 
not well accepted by the mainstream of society or 
of educators. A general stigma on the alternative school 
can be expressed: 'Alternative schools are for someone 
else's children." The reasons for this stigma and for 
the related resistance to alternatives in many commu- 
nities are complex. 

Part of the problem results from factors beyond the 
public schools. A. S. Neill, the founder of Summerhill, 
a small, private residential school in England, has 
had a wide audience in this country. Neilfs philoso- 
phy, originally stated in 1960 in Summerhill, that 
letting children do what they want will eventually 
result in effective learning, has not been widely ac- 
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cepted here. But Neill's Siniiinerhill became a model 
for niaii\' nonpublic free schools that opened in the 
late '60s. These schools, sonietinies called alternative 
schools, became associated in the minds of many with 
the counter-culture, a movement which also made 
conmion use of the word alternative — alternative life- 
styles, alternative communities, alternative programs. 

After World War II, criticism of public schools 
became a new vocation. The media made critics readily 
a\ailable to the public. Some — Paul Goodman, Jon- 
athan Kozol, George Leonard — extolled the nonpublic 
alternati\'e school, thus eliciting antagonism from 
public school educators. The politics and rhetoric of 
critics and of free schools have tended to solidify 
resistance to alternatives in some commimities. 

Within public school systems are even more barri(^ 's 
to the development of optional public schools. Al- 
though the commonly stated purpose of the public 
alternative school is to complement the conventional 
school and provide a total system that is responsive 
to the needs of more students, many educators perceive 
the alternative school as a competitor. In communities 
where enrollments are declining for the first time in 
history, the alternative school may be viewed as an 
adversary in competition for students. Where school 
budgets are tight, alternative schools may be viewed 
as adversaries in competition for fimds. 

A stigma is attached to alternative schools in some 
areas because the first alternative school in the com- 
nnmit\' was a school for those who were the rejected — 
the du)pout, the potential dropout, the pregnant, or 
the disrupti\ 

Another barrier to the acceptance of the alternative 
school concept is that many commimities cling to the 
perfect school idea, believing that one school can be 
developed to satisfy the learning needs of all student.s. 
For example, when one district built a new open 
elementary school, parents on one side of a central 
street were told that their children would have to attend 
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the new open school. Parents on the other side were 
told that their children would have to attend the older 
conventional school. Sonie parents on hoth sides of 
the street were furious. If the open school turned out 
to be the perfect school, it would still be impossible 
in some communities to force all families to send their 
children to it. 

Confusion About Classifications 
Today it is difficult to classify alternatives. Most 
alternative schools and programs are developed within 
a community to satisfy a perceived educational need. 
Terminology is confusing because an alternative 
school in one community might be the conventional 
school in another community. An open school in one 
school district could be quite different from an open 
school in another. No other area of education seems 
as cluttered with confusing and emotion-provoking 
terminology. 

Recentl\ some large school districts have created 
special schools for disruptive students from other 
schools within the district who are transferred or 
assigned without choice. These are improperly called 
alternative schools, because no pupil choice is asso- 
ciated with them. 

Another trend has been the shift in some communi- 
ties from the conventional school to soinething else. 
One example is converting all elementary schools to 
open education. Automatically then, all children in 
the community are assigned to the open school just 
as they were formerly assigned to the conventional 
school. Again, this may be desirable, but it is not 
the same as the availability of alternatives with clien- 
tele determined by choice rather than by compulsion. 

Alternatives Within Public School Systems 
In summary, much confusion arises about the se- 
mantics of alternative schools. What follows is an 
attempt to clarify the terminology. 
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Alternatives Within the Standard School 

As mentioned earlier, the present system of public 
educati on provides little, if any, choice tor the bulk 
of students who attend. While it is possible for a family 
to select a specific school by choosing a residence 
within that schooKs geop-raphic boundaries, few fami- 
lies can afford this means of choice. 

Differentiated Programs. Comprehensive high 
schools provide programs or tracks to meet needs of 
students. Three programs normally provided are the 
academic or college preparatory program, the voca- 
tional-technical program, and the general program. It 
is difficult to determine how much choice operates 
in ihis system. Whether students and their families 
choose programs or whether they are guided into them 
without choice is difficult to assess. 

Open Enrollment, Some school districts allow stu- 
dents and their parents to select any school within 
the system as long as space is available. This arrange- 
ment can provide !ternatives if schools within the 
district have different offerings. In East Lansing, 
Michigan, the school board made all elementary 
schools available on an open enrollment plan and 
encouraged each school staff to develop its own pro- 
gram. 

Selection of Teachers, In some school districts stu- 
dents and their parents are permitted to select teachers 
within the school. While this is more common in 
elementary schools, selection of courses in the second- 
ary schools also gi\es students some choice of 
teachers. Team teaching programs may also allow 
students to select teachers. 

Elective Programs. Some high schools offer elective 
or phase-elective programs in academic areas, particu- 
larly in English and social studies. Students can choose 
from a variety of minicourses, usually six, nine, or 
eighteen weeks long. Other schools make minicourses 
in all subjects available for a few weeks of the year, 
often from the end of Christmas vacation to the end 
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of the first semester. Elementary schools offer mini- 
courses too. Kennedy Elementary School in Lawrence, 
Kansas, offered a series of minicourses to improve 
pupils' self-images. Students in grades one through 
six could select from 80 topics, including motor me- 
chanics, animal grooming, snake hunting, riflery, judo, 
billiards, and broadcasting. 

Minischools or Programs. Some schools provide a 
program that is available by choice for all or part 
of the day; for example, a humanities course integrates 
English, social studies, and the arts for a half day 
in place of the usual separate classes. In an elementa- 
ry school, open classrooms, Montessori classrooms, 
and conventional classrooms can be provided within 
one building. Parents select the one they believe is 
best for their child, but a child who does poorly in 
the program can be transferred to another program 
within the school. 

Independent Study. Both elementary and secondary 
schools provide opportunities for students to explore 
in depth topics of their own choice. This can be 
arranged within a single class or classroom or through 
an interdisciplinary approach with several cooperating 
teachers. Sometimes independent study programs use 
learning contracts signed by student and teacher to 
define the area of study and the scope of the project. 

Action Learning. Recently many public schools 
have begun to develop learning programs outside the 
school. These action or experiential learning programs 
go far beyond the typical work-study program for a 
few students or the occasional field trip for a class. 
Action learning experiences are intended for all stu- 
dents and would include internships within the com- 
munity, social service programs, tutoring programs, 
student-conducted business enterprises, ecology and 
environmental programs, youth counseling centers, 
communications and arts programs, and other experi- 
ences that involve students in learning outside the 
school, usually for school credit. 
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These alternatives are available in some standard 
schools and some nonpublic schools, but imdonl:)tedly 
more alternative learning experiences are available in 
the alternative public schools. 

Alternatives to the Standard Pubh'c School 

There is no standard definition for an alternative 
public school. One community's alternative school 
might be a standard school in another community. 
For example, an open school to which all the children 
in a neighborhood are assigned is not an alternative. 
An open school that is available by choice is an 
alter) 'ative school. 

in other words, while uo definition can encompass 
all alternative public schools, three criteria for deter- 
mining whether a school is an alternative school are 
choice, difference, and representative enrollment. 

Alternatives must involve choice. An alternative does 
not exist unless those it serves had a chance to reject 
it. Many fine innoxative schools and programs are 
within public school systems, but unless the clientele 
that they serve have chosen that program rather than 
another one, they are not alternatives. In addition, 
the school must be different from the standard school 
in the community, and the enrollment usually should 
reflect the composition of the entire community, not 
a portion of it. 

Characteristics of Alternative Pubh'c Schools 

While each alternative pubhc school has been devel- 
oped in response to specific needs within its commun- 
ity, most schools have the following common charac- 
teristics. Any school lacking the first three charac- 
teristics would not meet the criteria for an alternative 
public school. 

1. The school provides an option for students, 
parents, and teachers. Ideally the choice is open to 
all so that the school has a voluntary clientele. When 
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a school system provides enough alternative schools 
so that every family has a choice, the standard school 
becomes an alternative, too, as it then also benefits 
from a voluntary clientele. 

2. The alternative school exists because of a com- 
mitment to be more responsive than the standard 
schools to some perceived educational need within 
its community. Therefore, the school is different from 
the standard schools in the community in an identifia- 
ble way— in approach to learning, in curriculum, or 
in resources or facilities. 

3. The school's population reflects the racial and 
socioeconomic make-up of the entire community, 
unless the school is designed for a target group that 
is not representative of the community's total popula- 
tion, such as dropouts. 

4. The school provides opportunities for students 
and teachers to participate in decision Diaking on the 
school's program and on their individual roles within 
the school. The result is more choice and more respon- 
sibility for each individual. 

5. The school usually has a comprehensive state- 
ment of goals and objectives. While alternative schools 
are concerned with developing basic skills and prepar- 
ing students for college or careers or both, they are 
also concerned with improving self-concepts; devel- 
oping individual talent, creativity, and uniqueness; 
understanding and encouraging cultural plurality and 
diversity; and preparing students for various roles in 
society — consumer, voter, critic, parent, and spouse. 

6. The school is flexible and therefore responsive 
to planned evolution and change. Because alternatives 
are being developed in the age of accountability, they 
rely on feedback and formative evaluation in develop- 
ing and modifying curricula and programs. 

7. The school is usually smaller than the compre- 
hensive secondary school. The median enrollment in 
alternative public schools is less than 200. 

8. Because they are smaller, alternative schools tend 
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to have fewer rules and fewer bureaucratic constraints 
on students and teachers. 

Pascal and Miller have suggested twelve charac- 
teristics: 

1. Voluntary. An essential element in any viable 
alternative program is the opportunity, the option, of 
choosing to participate. 

2. Stress Involvement. Students, parents, faculty, 
community, and administrators are involved in plan- 
ning, operating, and evaluating the program in one 
way or another. 

3. Locally Developed. Each program is "home 
grown/' reflecting the needs, interests, resources, and 
facilities in the area or district. 

4. Rearrange Resources. An optional alternative 
program uses its resources differently from the regular 
or conventional program. Most function at or near 
the same funding level as the regular program, once 
start-up costs are met. 

5. Well-Defined Goals. Optional alternative pro- 
grams go through a planning nd development process 
that evokes clearly stated purposes and objectives. 

6. Representative Enroll iiient. Rather than serving 
only a selected target group of students with special 
needs, increasingly optional alternative programs seek 
to attract diverse and representative enrollments. 

7. Maintain Relationships with the System, Consis- 
tent with the belief that reform of the present mono- 
lithic school system is needed, alternatives work to 
build a close relationship with the "parent'' school 
or school system, using its resources, exchanging ideas, 
communicating successes and failures, and trying to 
involve faculty, students, and parents from the "regu- 
lar" program. 

8. Depart Significantly. By definition, an alterna- 
tive program is a significant departure from the existing 
program. 

9. Teach Bade Skills. Optional learning programs 
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offer basic subjects, but in personal c^nd responsive 
ways. Attention to skills development and subject 
matter often occurs within a supportive web of goal 
setting, building on successes and strengths, support- 
ive peer groups, and multidisciplinary approaches. 

10. Develop Talents and Interests. Optional pro- 
grams help students develop a sense of identity and 
personal effectiveness. 

11. Personalize Student Learning. Optional pro- 
grams put people— their interests, needs, and how they 
learn — at the center of things. Students are the focus 
for organizing the educational program. 

12. Meet Requirements. Since the option is the 
student's basic program, it makes arrangements to meet 
state and local district requirenvMits for accreditation, 
attendance, or graduation common in the school dis- 
trict or area. 

Purposes of Alternative Public Schools 

John Fritz, a Canadian educator who visited alterna- 
tive public schools in Canada and the United States, 
identified four purposes or functions of alternative 
schools. Published in his book, Mij Encounter With 
Alternatives, these four purposes help to clarify the 
role of alternative public schools: 

1. They provide continuing educational opportu- 
nities for students who drop out of or prove disruptive 
in the regular high school. Typically, alternative 
schools represent a "last chance" for such students 
to continue and perhaps complete their high school 
program. 

2. They serve students who, for a varietv of reasons 
find the regular high school inadequate to their need.s 
and who are interested in xploring opportunities in 
alternative schools. Some sch )ol systems view this 
function as a "retreading," because these students will 
likely return to the regular high schools eventually. 

3. They explore possibilities in developing new 
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school procedures or plans for snhseciuent wider ap- 
plication in the system. Alternative schools function 
in this respect as ''experimental lahoratories/' and 
occasionalK' become pacesetters or lighthouse institu- 
tions within the existing school system. 

4, The\' develop alternative programs in keeping 
with the diverse needs of student clients and parental 
conceptions of the type of schooling preferred for their 
children. This function reflects the growing demand 
for diversity and plurality in school forms available 
to a community, in contrast to the fairly uniform 
process of schooling prevailing, h\' and large, in 
contemporarx' systems. 

Types of Alternative Schools 

Optional alternati\-e public schools var\' widcl\' in 
structure, size, instructional program, curricula, and 
resources. The\' range from the multimillion dollar 
educational park to the one-room storefront dropout 
center. Although more than a dozen types of alternative 
schools can be identified, some schools fit none of 
these t\-pes, and other schools are a combination of 
several. Much terminolog\' on al'ernati\-e schools is 
confusing, both to educators and to the public. 

The term magnet schooU used frecjuently referring 
to \-arious alternatix'e schools, has lost its original 
meaning. All alternative schools are magnet schools 
in tlie sense that they are designed to attract students 
to them. Magnet schooi in the original sense, is a 
school with a specialized curriculum designed to 
attract students. Learning center is used when the 
emphasis is on special resources to attract students. 

When a communit\- has alternative schools so that 
e\'er\- famil\ has a choice of schools, then the standard 
school itself becomes an alternative. In southeast 
Minneapolis, ever\' family may choose from four 
different elf/mentary schools, one of which is the 
standard school. This further confuses any t\polog\' 
of alternati\*e schools. 
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Obviously, all alternative schools share with the 
standard school the goal of providing learning experi- 
ences that are responsive to the needs of their clien- 
teles. But each alternati\ e school attempts to respond to 
its students in at least one dimension that is signifi- 
cantly different from the standard school. In providing 
brief descriptions of the types of alternative public 
schools, the\- are classified in three dimensions — 
emphasis on instruction, emphasis on curriculum, and 
emphasis on resources. While many alternative schools 
differ from the standard school on more than one of 
these dimensions, classif\ ing them this way clarifies 
their central purpose. 

Emphasis on Itistruction 

Open Schools. Open education provides individu- 
alized or small group learning activities organized 
around resource centers within the classroom or b lild- 
ing. Learning is individualized and noncompetitive. 
Students progress at different rates. Op mi education 
fre(iuentl\' has interage grouping — several grades 
working together on the same learning activities. Only 
rarely, if ever, wT)uld a teacher use large group or 
whole class instruction. The open classroom requires 
a high degree of structure and a teacher who can 
orchestrate many different learning activities at once. 
The teacher's role includes organizing resources, diag- 
nosing learning needs, providing appropriate learning 
activities for individual students, and recording and 
assessing individual progress. Many open schools 
operate throughout the country today, but the majority 
have replaced the standard school, and students are 
assigned to them. Only a minority are true alterna- 
tives available by choice. 

Continuation Schools. These schools provide for 
students whose education has been, or might be, 
interrupted before high school graduation: dropouts 
and potential dropouts, pregnant students and teen-age 
parents. The continuation school is one of the oldest 



34 



Alternatives in Education 



forms of alternative education. 

Instruction in schools for dropouts and potential 
dropouts is usually designed to be significantly dif- 
ferent from instruction in the schools that the students 
came from so that students won't repeat the failure 
and frustration that caused them to drop out in the 
first place. Instructional programs vary from school 
to school, but they may include individualized learning 
packages, behavior modification programs, mastery 
learning programs, continuous progress or nongraded 
programs, contract learning, individual tutoring in 
basic skills, and programmed instruction. 

California requires secondary school districts to 
provide continuing education for persons in each 
community who have not completed high school. With 
a national figure of one million dropouts a year, 
continuation schools are clearly nee(l;.^d. 

Store-front schools and street academies are located 
where they are readily accessible to the dropout and 
limited in size so that they will not appear similar 
to the large comprehensive high school. Harlem Prep, 
perhaps the best knov n of the street academies, started 
as a nonpublic school with foundation funds but has 
now become part of the public school system, salvaging 
dropouts and preparing them for college. 

A part ot a continuation school may he reentry 
programs, an office centrally located within the com- 
munity where a counselor is available to talk with 
dropouts about returning to school and other alterna- 
tives. In Seattle, reentry programs and continuation 
schools attracted 3,000 dropouts into the public schools 
in their first year of operation. The Metropolitan Youth 
Education Center, with four locations in Denver and 
Jefferson Count\', has served 25,000 dropouts since 
it was started b\' Colorado's two largest school districts 
in 1964. Graduates from Metro have entered colleges 
all over the country. 

A few school districts provide pregnancy -mate rtiitij 
centers for continuing the education of some of the 
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more than 250,000 school-age girls who become preg- 
nant each year. In these centers pregnant girls who 
choose to attend can continue their academic work 
in addition to courses in nutrition, child care, and 
family living. Because the most difficult time for the 
young mother is after the child is horn, some centers 
provide day care ior infants. The mother can return 
with the infant or leave it in the day-care center and 
return to lier regular school. Pregnant students learn 
child care by helping with infants in the dav-care 
center. Some centers provide courses in familv living, 
consumer education, and child care for l)()th parents.' 

Some alternatix e schools are designed for still other 
approaches to teaching and learning. The Pratt/Motley 
Schools in Minneapolis are I)ased on individualized 
continiiou.s progress. Students move at then own pace 
with individualized instruction and individualized 
help from the staff. Walhridge Academy in Grand 
Rapids is based on behavior modification theorv. From 
the nioi lent the students enter the school, they are 
placed on a point-reward system, which both students 
and teachers accept as a worthwhile learning environ- 
ment. While Mantes' ori schools are usuallv found in 
the nonpublic sector, a few public schools are based 
on Maria Montessori's principles. She believed that 
children should learn by doing and that a school should 
develop responsibility, self-discipline, and good work 
habits. Teaching in her own school in an Italian urban 
area, Montessori developed remarkable insight into 
how children learn. She found, for e.xample, that 
five-year-olds could learn to write (encoding), but that 
learning to read (decoding) followed learning to write 
by several months. The Montessori Alternative in 
Cincinnati is a K-3 public alternative school. 

Free Schools. Although free schools are also found 
more frequently in the nonpublic sector, a few free 
schools are within public school systems: the Southeast 
Free School in Minneapolis, Earthworks in Ann Arbor, 
and Murray Road Annex in Newtonville, Massachu- 
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setts. Free schools operate with few constraints on 
students or teachers, so that students are free to plan 
and implenient their own learning experiences, thus 
de\'eloping self-discipline and responsibility. This is 
in the tradition of A. S. Neill's famed Summerhill 
School. 

Emphasis on Curriculum 

Magnet Schools. Originally the magnet school term 
was used to designate a school with a specialized 
curriculum to attract students. The first magnet schools 
tended to he elitist. Walnut Hills High School in 
Cincinnati started in 1918 for the academically talent- 
ed, college-hound students, and still serves this 
purpose today. The Bronx High School of Science 
attracts top science students from all over New York 
City. Several communities have schools for the per- 
forming arts, which attract students who are talented 
in music and drama. Today many magnet schools are 
available by choice to interested students. A few 
communities have developed schools for world studies 
to further international understanding. 

Environmental Schools, Because of increasing con- 
cern about the environment and environmental deteri- 
oration, some communities have started alternative 
schools with a curriculum built on environmental 
concerns. Mathematics, English, history, and science 
are integrated and related to specific environmental 
projects. 

Midticultiiral Schools. These schools usually serve 
a clientele from various racial and ethnic backgrounds. 
The curriculum is based on cultural pluralism and 
emphasizes racial and ethnic awareness. Some bilin- 
gual schools offer a bicultural curriculum. Agora, a 
multicultural high school in Berkeley, with about 
one-third each black, Chicano, and white students, 
has a curriculum with traditional subjects and innova- 
tive cultural courses, including Harlem Renaissance, 
Chicano Studies, Modern and Afro Dance, American 
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Folklore, Women's Studies, Mexican Folk Dance, 
International Cooking, and Human Awareness. 

Fundamental Schooh. In a few communities parents 
have insisted that the school district provide a back-to- 
hasics school with emphasis on the Three Rs. The 
John Marshall Fundamental School in Pasadena is 
probably the best known of these. Frequently other 
parents in the same community believe that die .sian- 
dard schools have never gotten away from the basics. 
In Jefferson County, Colorado, the school board has 
established two fundamental schools and two opoi 
liiino ,sch()ois which coinbine Icatures of the open 
school and the free schoc>l. 

Emphasis on Resources and Facilities 

Learning Centers. These schools concentrate in one 
location special resourcos that could not be made 
available in every schor.l within a school district. 
HistoricalK', the vocational or technical high school 
with its special programs and equipment was an earlv 
form of the learning center. Recently the learning 
center has expanded to include a varietv of new 
programs. Houston High School for the Health Profes- 
sions is located at the Texas Medical Center in Hous- 
ton, where all the resources are available to help 
students learn about health careers. The Automotive 
Transportation Learning Center in St. Paul provides 
opportunities for junior high students to study auto- 
mobiles, to take them apart, and to learn about driving 
and auto maintenance. 

Schools Without Walls. The school without walls 
is designed to use the community as a resource for 
learning. A student al Chicago's Metro High School 
might take a course in Marine Biology at Shedd 
Aquarium, Television Production at the NBC Studio, 
Creative Writing at Playboy, and Animal and Human' 
Behavior at the Lincoln Park Zoo. Every community 
has its uni(iue learning resources. In small rural com- 
munities, some students interview senior citizens to 
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discover and record the oral history and the tolk tales 
of the community. 

Educational Parks, The educational park is the only 
type of alternative that may l)e larger than the standard 
school. It may house a variety of programs from 
kindergarten or preschool through programs for senior 
citizens and other adults. The Skyline Center in Dallas, 
a fourteen-acre building complex on an eighty-acre 
campus, houses Skyline High School, the Career De- 
velopment Center, and the Center for Community 
Ser\ ices, Sk\ line provides resources and programs that 
would not he feasible in every school: an aircraft 
hangar and airstrip, courses in Greek and Swahili, 
a computer center, and an adult vocational program. 

Alternatives in Administrative Structure 

As might he expected, a variety of administrative 
structures are used in the v^arious alternative schools. 
Some alternative schools operate as minischools or 
schools within schools using a few classrooms, a wing 
of a building, or a separate floor in a school building. 
Others are satellite schools in a separate facility with 
administrative ties to a standard school. They may 
share administrators, health and transportation ser- 
vices, secretarial and clerical services, or transcripts 
and diplomas with the standard school. Of course, 
many alternative schools operate as totally separate 
and autonomous units, 

A recent dex elopment is the complex of alternative 
schools or minischools, where a numoer of alternativ^e 
programs are housed within one large conventional 
school building. Haaren High School in New York 
Cit\-, Quinc\^ H in Quincy, Illinois, and Cleveland 
Heights High School in Cleveland Heights, Ohio, are 
all large high schools housing a group of minischools. 
The conventional program may or may not be one 
alternative. 

Sometimes sev eral nearby school districts cooperate 
in developing an alternative school. This is common 
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in the cleveh)pment of area vocational schools or career 
education centers, but Philadelphia, Denver, and 
Hartford have developed other types of alternative 
schools in cooperation with neighboriiig districts. 

Shanti, a school without walls ser\'ing the great- 
er Hartford region in Connecticut, is cooperatively 
supported b\' the Hartford Board of Education and 
school boards in seven surrounding districts. Shanti 
is a Hindi word meaning *'the peace that surpasses 
all understanding." The school started in the fall of 
1971 after two years of consideration and planning 
by educators, parents, and citizens in the Hartford 
area. 

Space for alternative .schools is seldom a problem. 
In comnumities with declining elementary enroll- 
ments the alternative .school is sometimes housed in 
a former elementary school — Ann Arbor; Bloomington, 
Indiana; Minneapolis; and Racine, Wisconsin. 

Alternatives Outside of Public Education 
Alternatives are now developing in nonpublic 
schools as well as in tax-supported schools. Histori- 
cal 1 v. more expci'imental schools have developed in 
the nonpublic sector, and many credit recent develop- 
ment of nonpublic alternative schools for stimulating 
public alternatives. 

Traditionally some private and parochial schools 
have paralleled the standard public schools, especially 
in the tendency to be college-prep oriented. Some 
nonpublic schools have always been based on the 
learning theory of the founder of the movement, as 
Montessori, Summerhill, and Waldorf schools. 

Nonpublic free schools have blossomed since the 
1960s. Parents whose children attend these schools 
seem guided by NeilKs Summerhill philosophy and 
a concern that the public schools were not meeting 
their children's needs. The typical free school is small, 
frequently with a total enrollment of fewer than 30, 
with one or two teachers. Sometimes parent volunteers 
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aid teachers or teach themselves. Usually tuition is 
charged, aud parents form a governing board, A thou- 
sand or more of these ;mall, nonpublic free schools 
may be in existence t':'da>\ 

The freedom sc'iool started in a few northern and 
southern commvjulies, was designed to meet the needs 
of black st^'dcnts and to further racial pride and 
awareness It also sought to increase black partici- 
pation ii", po''iics and economics. The freedom school, 
usually ctvailable without tuition, was housed in a 
store front or other available community space. Interest 
in freedom schools was a product of the civil rights 
movement of the 196()s, and most of these schools 
died with the decline of tiiat stage of the movement. 

The Christian or academy was likewise a 

product of the 196()s, appearing mostly in the South 
when court-ordered integration was being implement- 
ed. In the North some parochial school enrollments 
increased for the same reasons. While many of these 
academies are still in operation today, their numbers 
and enrollments are not growing. 

Commune schools are not new, but the number of 
young parents in communes may have been increasing 
for the last ten years or more. The commune is usually 
a product of the counter-culture, and its school reflects 
the prevailing values of the commune. No source of 
figures for the enrollment in commune schools exists. 

Just as there are a few public fundamental alternative 
schools, there are a few nonpublic fundamental schools 
today, but their number is not growing noticeably. 

While nonpublic schools enroll fewer than 10 per- 
cent of the school-age population nationwide, in some 
communities as many as 30 to 50 percent of all students 
are enrolled in nonpublic private and parochial 
schools. The very existence of nonpublic schools 
negates the conclusion that everyone is satisfied with 
public schools. 
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Alternatives Beyond the Secondary School 

The past two decades have brouj^ht a dramatic 
increase in enroUnient in postsecondary education, 
with the largest growth in comnumitx' colleges, junior 
colleges, and vocational-technical schools. With more 
young people in college, alternatives in colleges have 
increased, paralleling the programs of alternative ele- 
mentary and secondarx' schools. Alternatives in higher 
education are designed for two purposes: to make the 
transition from high school to college less difficult 
and to provide an alternative to the traditional aca- 
demic program. 

High scfiool-coUcge credit programs give opportu- 
nities to high school studi iits to take college courses 
for college credit before tiiev finish high school. In 
the University Without Walls High School program 
at the University of Minnesota, high school sopho- 
niores, juniors, and seniors enroll as full-time universi- 
ty students and contract with their high schools to 
fulfill high school graduation requirements through 
college courses that will also carry full college credit. 
Thus students are working on the jiigh school diploma 
and the college degree simultaneously. Most students 
enrolled in the first year of the program came from 
bigh schools that already offered alternative programs. 

Some universities offer Upward Bound or similar 
programs to help disadvantaged students make the 
transition to college. The Thirteenth Year School in 
Boston, now called the Center for Alternative Educa- 
tion, is a private school designed to help students 
with weak academic records prepare for college en- 
trance. 

The middle college is another transitional program. 
Simon's Rock College in New York accepts students 
from the sophomore year in high school through the 
sophomore year in college with a program designed 
for 16- to 19-year-olds. 
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A consortiiiin of 18 institutions of higher education 
created the Union for Experimenting Colleges and 
Universities to encourage innovation in higher educa- 
tion. One of the alternatives is the University Without 
Walls program which provides credit for off-canipu* 
learning experiences throughout the world. These 
opportunities may be a\'ailable at one or more of the 
participating colleges or universities, in travel and 
service abroad, and in areas of special social problems. 
The programs haxe abandoned age grouping, fixed 
curricula, grades, and credits, and the classroom as 
the primary vehicle for learning. The University With- 
out Walls emphasizes student self-direction in learning 
while maintaining close relationships among students, 
teachers, and resource people both in and out of the 
university communit)'. Before completing a degree, 
each participant is expected to produce a major con- 
tribution — a research study, a work of art, a community 
ser\'ice, a publisbable book or major article, or some 
other notewortb\' accomplishment. 

One new experimental college. Governor's State 
Uni\*ersit\' in suburban Chicago, is attempting to 
translate all courses into autotutorial learning packages 
to individualize learning so that professors can con- 
centrate on individual counseling and tutoring. 

Some univ ersities are developing off-campus degree 
programs for both graduate and undergraduate stu- 
dents, while others encourage undergraduate students 
to take a \ ear off to work, granting college credit for 
the \'ear. 

Alternatives to Schooling 

In 1971 Ivan Illich recommended the deschooling 
of societx' by de\x^loping cooperative learning networks 
without certified teachers, school credit, or diplomas. 
While Illich's ideas have not gained general accept- 
ance, some interesting attempts to provide informal 
learning opportunities have appeared. 

As mentioned in chapter I, the Supreme Court gave 
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the Amish an alternative to impulsorv schooling by 
ruling that Amish youth coi i learn infornially within 
the Amish community instead of being compelled to 
attend public secondary schools. 

A number of learning networks are developing 
around the cour^try. One of the most successful of 
these is the Le; ning Exchange of Evanston, Illinois, 
that serves metropolitan Chicago. Since the Learning 
E.xchange was established in May, 1971, with a $25 
grant and a file hox, participants have registered for 
more than 2,000 learning topics. The Leariiing E.x- 
change has names and phone numbers of resource 
people with the abilities, .skills, and interests to provide 
services. Interested persons of any age contact resource 
persons to learn about fees or required materials and 
to organize the learning experience. Anyone can be 
listed in the E.xchange Resource file. Governor Dan 
Walker of Illinois said, "The Learning Exchange has 
proven itself to be an exciting alternative to formal 
cla.ssroom education. This unique educational program 
has given many people an opportunity to learn subjects 
not usually offered in the curriculum of most schools." 

Free universiities are another informal alternative. 
The free university usually operates on a college 
campus and offers noncredit courses free or for mini- 
mal fees. Courses cover a wide variety of subjects 
but tend to be practical raliier than theoretical— con- 
sumer buying and investmeut, jewelry making, yoga, 
belly dancing, bread baking, bridge, natural foods, 
and so on. 



Conclusion 

In summary, a wide array of alternative schools and 
programs have been born since ^970. Enrollment in 
all these programs is probably less than 2 percent 
of all students. It is probably too early to predict the 
future of alternatives, but the early widespread interest 
suggests that alternatives, in .'^ome form and at one 
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level or another, will be around for a long time to 
come. 

Today several school districts operate multiple op- 
tional public schools, including Berkeley; Houston; 
Minneapolis; Seattle; St. Paul; East Lansing, Michi- 
gan; Jefferson County, Colorado; and Quincy, Illinois. 
Chapter III shows how one school district, Grand 
Rapids, Michigan, is moving from a traditional school 
system where students were assigned to schools to 
an open system where every family has a choice of 
schools. 



The Development of Alternatives 

in One Community 



1976: Grand Rapids' Alternative Schools 

Grand Rapids, one of the first cities to offer 
optional programs, now provides alternative 
schools from preschool through postsecondary 
education for more than 25 percent of the city's 40,500 
students. Many of the early Grand Rapids alternatives 
were developed to appeal to special students, but the 
emphasis has shifted to the idea of providing learning 
options for all. 

The district has developed twenty alternatives dur- 
ing the past ten years, and now has at least one 
alternative, in addition to the standard school , available 
for each grade. 

The twenty programs include six preschool and 
elementary alternatives enrolling 1,200 students, thir- 
teen secondary offerings with 3,300 enrollees, and one 
K-12 program, in addition to an ambitious adult edu- 
cate . program. Approximately 300 students come to 
the alternatives from surrounding public school dis- 
tricts and private schools. The Community Education 
Program attracts an additional 8,000 youth and adults 
to high school level programs annually. 

The alternatives range from programs with fewer 
than fifty students to one with more than 2,300. They 
vary from open, flexible programs to highly structured 
fundamental schools. The alternatives, housed in both 
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conventional and nonconventional facilities, consist 
of both alternative schools and part-time programs. 

School Without Walls 

A community-based high school, City School, was 
started in 1974 for seventy-five students. The school 
was expanded in 1975, with more than 40 percent 
of the classes located away from the school and taught 
by community members who are not certified teachers. 
Courses are held in banks, funeral homes, hospitals, 
courts, and in a wide variety of social agencies. 

Continuation Schools 

Grand Rapids now has three continuation schools — 
two dropout prevention programs and a maternity 
school. 

Walbridge Academy is one of the oldest alternative 
public schools in the United States. In 1965 the public 
schools, working closely with county juvenile authori- 
ties, developed a four-month program to rehabilitate 
students expelled from school so that they could return 
to the regular classroom. But students who participated 
in this program were reluctant to return to the conven- 
tional public school and with their parents began 
pressuring for an expanded program. School officials 
were becoming aware that a short rehabilitation pro- 
gram for disruptive students was largely inadequate 
in dealing with dropout problems and that more 
comprehensive efforts were required. By 1970, a 
broad-based community Alternative Education Plan- 
ning Committee was established, and the rehabilitation 
program was transformed and made available to stu- 
dents in grades 6 through 12 by choice. Students can 
graduate from the program. Today it attracts inner-city 
students who are predominantly lower socioeconomic 
and minority youth. 

\y :lbridge Academy also developed a unique curric- 
ulum utilizing behavior modification, individualized 
instruction, and performance contracting. Students 
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earn points !)>• snccessfiiil\' completing learning pack- 
ages and track these points for a variety of rewards: 
trips to Chicago, weekend caniping trips, howling, 
and tinie in the school's recreation center. This center 
has pool and ping-pong tahles and other recreational 
opportunities ax ailahle only through the point system. 
Students can also accumulate points for a week-long 
camping expedition on Isle Royale at the end of the 
year. 

Street Academy: FonnerK a Model Cities program, 
the Street Academy is modeled after the Wal bridge 
Academy, the only difference being that the Street 
Academy also serves delinquent students. 

Park School: Located in Booth Memorial Hospital, 
Pari School is an alternative available to pregnant 
students through grade 12. While students in Mich- 
igan do not have to leav e school while they are preg- 
nant, those who wish to may attend Park School 
during their pregnancy. The school is available not 
onK' to Grand Rapids students, but also to students 
in nineteen area school districts on a nontuition basis. 
In addition to instructional services and counseling 
opportunities related to pregnancy, most of the stu- 
dents' regular studies may be continued. Students learn 
child care, health care, and nutrition and utilize hospi- 
tal h\cilities as a learning laboratory. The school also 
provides counseling and teachers for homehound stu- 
dents after the children are born. Plans are being made 
to expand the program to include a day-care enter 
and a program for young parents that w^ould offer 
opportunity for young fathers as w^ell as young 
mothers. 

Learning Centers 

Learning centers have become the major emphasis 
in alternative education in Grand Rapids. Some centers 
are complete alternative schools w^here students can 
obtain all educational reciuirements, while others are 
off-site alternative programs where students are trans- 
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ported to participate for only a few hours each cla\*. 
The Echicational Park involves both concepts, so that 
students nia\' participate in either one or two courses 
or a complete program. 

Environmental Schools: 1972, concern for stu- 
dents who were identifier i fifth-grade achievement 
tests as being more than d year ahead of grade level 
led to the development of the sixth-grade Environ- 
uuMital Studies Program. Designed to stimulate and 
challenge higbl\' motivated students from all socioeco- 
nomic and racial backgrounds, the program is housed 
in two of the most interesting facilities in the cify. 
One is in the John Ball Cit>' Zoo and has, of course, 
come to be known as the Zoo School. Here students 
stnd\' animal behavior, do case studies of the animals, 
lead guided tours of the /oo, and utilize the surround- 
ing park for nature study, environmental tests, and 
outdoor camping. The second program is located at 
the Blandford Nature Center, where a plot of land 
is assigned to students for year-long observation, 
experimentation, and exploration. Sti;dents ^tudy 
wildlife, plants, and trees and become familiar with 
wonders of the Michigan foresl. Both environmental 
stud\' schools are highK indiv idualized and emphasize 
independent study and projects. They also have many 
field trips aiid culminate their year with a week-l()v>g 
campont. 

Alter tlie first \*ear, se\-eni;--izrade learning centers 
were established in math and science to provide 
continued enrichment ior students w ho completed f!**e 
Em'ironmeutal Studies Progieun.. A \'ear later, as stu- 
dents mo\-ed up a grade, learning ^'enters ;\'ere added 
in the eighth grade. 

Educatioiia! Park: One of the most complex al- 
tcrnati\e schools in the luitiots, the Educational Park 
was established in 1968 to offe*- coiirses that could 
not norniallx' be justified in each neighborhood schocjl 
because of the need for expensive ecjuipment or spe- 
cialized teachers or })ecause of low enrollnient. Ed 
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Park, r > it is called, provided a mechanism For volim- 
tar\' iiit:^<^rati()ii and also lielpcd enrich the secondary 
curriculum. The area of Black Studies is an example. 
With the rise of black power, cultural awareness, and 
increasin<4 communitx' involvement in public educa- 
tion, demands for black history, Swahili, and a xariety 
of cultural courses appeared. Because few certified 
teachers were (lualified to teach tbei^i, it seemed 
impossible to offer courses in all public schools. The 
Educational Park provided an effective means of 
meeting tlK\se recpiests by all()wiii<^r students interested 
in Black Studies courses to leaxe their scbools for 
classes at Ed Park. 

It is open to all Grand Rapids area students. Utilizin<; 
a complex of conununitx* facilities such as the art 
<^aller\', ci\ic theater, and junior C()lle<4e, students 
experience a bi<,di (lc<^ree of independence while trav- 
clin<^ toone or more of ei<^ht\' offerin<^s in its expanded 
curriculum. Em-ollment lias dou])led during the last 
four years, bringing the daily attendance to a coi^^pre- 
hensive racial mix of about 2,300 students. The Ed 
Park also acts as an achninistrative umbrella for several 
other alternati\'es: 

Advanced Independent Studx .* Student,, develop 
in-depth learning contracts with the interdisciplinary 
staff of tbe program and participate in thorough study 
of a particular issue. Often these studies have an 
experiential component that takes tbe student into 
community agencies. 

Earl\' College Enrollment: Twelfth-grade students 
who are not challenged by the public school curricu- 
lum may choose to attend classes at the junior college 
and earn ])()th high school and college credit simulta- 
neously. 

Art Studies: Talented, highly motivated students 
may choose to do adx'anced studies in the arts using 
off-site conuiumity facilities and resources. Students 
may work in painting, c(mimercial art, sculpture, 
pottery, and jewelry at tbe Grand Rapids Art Museum 
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and stncK' theater arts at the Cix ie Theater and fihii 
making at the Public School Media Center. 

Math-Science Learning Center; High achieving sev- 
enth- and eighth-grade students may participate in 
enrichment learning for one afternoon each week at 
the Ed Park. These programs grew out of the sixth- 
grade Environmental Studies Program to offer students 
continuing enrichment. 

Center for World Studies: The center is an off-site 
alternati\-e for students interested in in-depth study 
of international issues. Here students may earn credit 
in social science, science, humanities, and the arts 
with emphasis on critical thinking and independent 
study. The center is also becoming a community focal 
point for dialogue on international problems and 
issues. 

Performing Arts Center: This program was devel- 
oped for fifth- and sixth-grade students who are espe- 
cially interested in theatrical arts. The weekly after- 
noon experience is an enrichment activity designed 
to pro\-ide opportunities for the creati\'e child to 
explore roles sucli as writer, producer, set designer, 
actor, and dancer. The program is housed in the Civic 
Theater and utilizes the professional theater staff as 
instructors. 

Bilingual /Bieultural Alternatives 

Grand Rapids has had a bilingual program in En- 
glish and Spanish for several vears, and plans are 
in effect to dexelon ])ilingual educational programs 
in other languages to reflect the ethnic composition 
of the entire counnunitv*. One, the Spanish Bilingual 
Program, is designed to meet the needs of low-income 
Spanish-speaking children who ha\e difficulty with 
till* English language. The children's dominant lan- 
guage is used as the medium of instruction. In a second 
program for children who speak a language other than 
Spanish or English, a multilingual /multicultural cen- 
k^rstarted at Palmer School in the fall of 1976. Children 
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who speak Polish, Dutch, German, and Latvian receive 
classroom instruction in their dominant language. 

Fundamental Schools 

u^'^j'V^ f^^P'*^^" provides two fundamental schools 
that differ somewhat from those elsewhere. One is 
a former parochial school that became part of the public 
school system. The other developed from consolidating 
basic skills programs in several elementary schools. 

Southeast Neighborhood Education Center: This 
alternative school is housed in what was formerly a 
small Catholic school. Because of their satisfaction 
with the conservative program, parents of this school 
worked to make it part of the public system after 
financial difficulties arose. After negotiation, the 
school, includir - teachers, students, and parents, was 
accepted into the public domain, where it continues 
to operate with strong family support. This program 
serves a small number of children primarily from the 
immediate neighborhood. A great amount of parent 
participation has shaped the instructional program 
Rigorous attention is given to self-discipline, patrio- 
tism, good behavior, and values education. Through 
individualized instruction, .students are helped to 
achieve in traditional study areas. 

Sweet Street Academy: Stimulated by a number of 
.small programs in a few elementary schools. Sweet 
Street was initiated to consolidate these programs into 
one. Designed for students who have difficulty in the 
traditional school setting. Sweet Street Academy offers 
a highly individualized instructional program with a 
strong emphasis on self-concept and basic skills devel- 
opment. 

Preschool Alternatives 

The Grand Rapids system provides two preschool 
programs for four-year-olds— prekindergarten and 
Head Start. Both programs strive to increase the child's 
effectiveness in dealing with the present environment 
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and later responsibilities in school and life. 

Prekindergarten: More than 400 children enroll each 
year in one of the three prekindergarten classroom 
settings — self contained, open space, or Montessori. 
Each of five self-contained units houses a teacher, 
an aide, and approxiniately eighteen students. The 
open space design houses 200 children, who move 
between learning centers and interest areas. The Mon- 
tessori program is based on the child's developmental 
needs for freedom within limits and guarantees expo- 
sure to materials and experiences designed to develop 
the child's physical and psychological abilities. 

Head Start: Since Head Start began in the summer 
of 1965, the Grand Rapids Public School system and 
the Kent Community Action Program (CAP) have 
cooperatively provided a comprehensive program for 
eligible children. CAP maintains responsibility for 
parent invoKement and for volunteer and social ser- 
vices components, while the school district provides 
the educational and medical, dental, mental health, 
and nutritional services. About 160 children enroll 
in Head Start every year. The program focuses on 
a series of developmentally oriented activities empha- 
sizing conamunication skills. 

Adult Community Education 

Programs and services for the community are offered 
in more than 150 centers throughout the community. 
Easy availability and increased need for adults to 
acquire additional training and skills have caused the 
number of participants to triple in two years. Grand 
Rapids has one of the largest adult education programs 
in the United States, Classes are offered in hospitals, 
homes for the elderly, and factories, in addition to 
traditional school locations. Program evaluations have 
indicated a high degree of satisfaction and success. 
Evaluations of the program in homes for the aged 
indicatedthat after elderly students enrolled in classes, 
the death rate was significantly reduced. Basic educa- 
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tion, adult high school, and junior college educational 
opportunities are provided to employees of area indus- 
tries through on-site programs. Since the fall of 1973, 
the number of industries served has grown from' 
eighteen to thirty-eight and full-time e(iuated students 
from 382 to 1,400. The program has been selected 
by Ohio State University as a model of cooperation 
between industr\' and education. 

Reasons for Success in Alternative Education 

By the early 1970s, the alternative schools already 
established had an impressive list of accomplishments. 
The Ed Park had demonstrated that it could provide 
educational programs to large numbers of students* 
at a lower cost per pupil than conventional schools. 
Transportation and registration processes had been 
successful in moving students to and from alternative 
and neighborhood schools, and surveys indicated 
strong parent and student support for the Educational 
Park, Park School for pregnant students, and Wal- 
bridge Academy. 

The transition of the Grand Rapids Public Schools 
from a uniform educational program to a complex 
system of alternatives represents one of the most 
extensive school reorganizations to occur in public 
education so far. Several key issues can be identified 
to help explain the success of Grand Rapids in this 
reorganization. 



Careful Planning 

Alternatives in Grand Rapids have been carefully 
planned. Most have grown from needs identified 
within the school system by local planning committees. 
Some recommendations and plans were made as long 
as four years before the alternatives were started. This 
long-range planning resulted in .solid educational pro- 
grams that were quickly institutionalized. 
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Cooperative Relationships 

Grand Rapids has worked closely with juvenile 
authorities, courts, hospitals, local businesses, service 
agencies, private institutions, federal programs, and 
surrounding school districts to develop high quality 
programs. The first alternative school, created in 1965 
for dropouts, was initiated with assistance from the 
county juvenile court. A numl)er of surrounding school 
districts cooperated with Grand Rapids by sending 
interested students to alternative schools on a tuition 
]:)asis. Grand Rapids provides for its students and for 
1,675 parochial school students a wide variety of 
special prograuis, ranging from physical education to 
dri\er education to *'(lrown proofing," an intensive 
swimming program. 

Since 1972, Grand Rapids has worked closely with 
the Indiana University Alternative School Teacher 
Education Program. The local schools have employed 
more than sixty-five I.U. interns to help staff alternative 
schools, and graduate interns have worked on the 
district Task Force and participated in creating six 
new programs. I.U. interns composed the majority of 
the staff duringthe first year of the City School Without 
Walls. The following year, the school was staffed with 
regular teachers and a new group of interns. 

Grand Rapids has also worked closely with other 
Michigan school districts to help them establish al- 
ternative schools. The school system has hosted re- 
gional and state conferences and has provided oppor- 
tunities for public school educators to ol^serve the 
Grand Rapids innovations. 

Funding 

Finding funds for new schools and new programs 
within schools, whether conventional or alternative, 
is always a problem. When extensive external funding 
is necessary to start a new school or program, it may 
not survive after external funds run out. While some 
of the alternatives in Grand Rapids started with funds 
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from ESEA and local fouiulatioiis, preliiniiiai v plans 
provided for decreasinji; external funds and increasing 
internal funds. Within three to five years each alterna- 
tive was on the rejiular school budget, Robert Stark, 
director of alternative education, firmly believes in 
local funding for alternative schools and programs. 
He says, "The entire aUcrnative public school move- 
ment will be futile unless school districts develop 
plans to provide permanent support from the local 
operating budget." 

With more than 25 percent of the district's students 
in alternative schools and programs, and with twenty 
alternatives being developed, marked shifts in student 
populations occur each year. To adjust to these changes 
in school population, resources for each school, stan- 
dard as well as alternative, are shifted so that money 
follows students to the program that they select. 

Systematic Development 

While some school districts have moved into al- 
ternatives by creating many new schools in a short 
period of time. Grand Rapids cautiouslv chose to 
develop cmly one or two alternatives at a time and, 
if successful, move on to create additional alternatives.' 
Thi,s systematic growth took approximately ten yeans 
to develop the district's twenty alternatives. This 
step-at-a-time planning, coupled with comprehensive 
evaluation, has culminated in a solid core of well-ac- 
cepted alternative schools. 

Grand Rapids has also experienced a "ripple effect." 
Success of one alternative school has led to parental 
and student pressure for additional alternatives. The 
sixth-grade environmental studies program is an exam- 
ple. Following its s ticc< ernatives were developed 
for the seventh and ei'i-i i ,rades. 

Central Administration 

In Grand Rapids, alternative schools are perceived 
as an integral part of public education. As such. 
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alternatives have enjoyed strong support from school 
administrators. In 1971, a district level administrative 
office for alternative education was estal)lished, and 
administrative guidelines were developed for all al- 
ternative school programs. This office developed ef- 
fective management techniques for alternative schools, 
means of registering and transporting students, a 
system for reassigning resources, and a policy for 
rigorous accountability. The final success of alterna- 
tive schools may well depend on other districts devel- 
oping similar administrative techniques. 

Evaluation of Alternative Schools 

Grand Kapids has developed a districtwide evalua- 
tion program for alternative education so that careful 
documentation of the effectiveness of programs can 
])e maintained. While the district has not attempted 
comparative studies of alternative and conventional 
schools, it has carefully monitored the development 
of ol)jectives for each school and then evaluated each 
on its effectiveness in reaching its goals. In fact, the 
District Office of Planning and Evaluation indicates 
that this evauiation has led alternative schools to 
prepare far better descriptions of their goals than do 
their conventional counterparts. 

Several alternatives have also undergone external 
evaluations. But evaluation is not limited to alternative 
schools. For the past five years, the Office of Planning 
and Evaluation has evaluated conventional schools 
to identify areas of need that might lead to developing 
new alternatives. 

A survey of the findings of more than twenty 
alternative school evaluations resulted in these 
strengths in alternative education: 

1. Facilities. Alternative schools and programs uti- 
lize facilities existing both in schools and in the 
surrounding community. In this way, the alternative 
schools seem to use facilities more efficiendy than 
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conventional schools. In a time of declining enroll- 
ment, a major justification for alternative programs 
is their cost effectiveness. 

2. Selection Procedures. While all alternatives 
empha^>ize choice, inevitably they have developed 
screening processes. In addition to choice, some pro- 
prams receive referrals from courts and conventional 
schools. Regardless of the process, all use final screen- 
ing to determine if the alternative appears to be the 
most appropriate learning environment for a given 
student. This final screening usuaUy includes inter- 
views with students and parents and involves both 
investigating expectations of students and parents and 
describing the educational program offered. 

3. Student-Adult Ratio, Ahnost all alternative 
schools and programs have a smaller student-adult 
ratio than conventional schools do. Alternative educa- 
tion ratios range between 1 to 8 and 1 to 15. This 
is accomplisiied in alternative education by supple- 
menting teachers with student teachers, university 
interns, aides, parent and conmuinity volunteers, and 
specialists in various skill areas. Robert Stark, director 
of alternative education, believes that the low student- 
adult ratio may be the most significant aspect of 
alternative education. 

4. Pupil Achievement. Alternative schools have led 
to success in four areas: increased rate of attendance; 
decreased rates of suspension; increased social ma- 
turity, adjustment, self-confidence, sense of responsi- 
bility, and independence; and achievement scores 
equal to standard schools in reading and mathematics. 
In the alternative schools that emphasize remedial 
work in skills areas, the scores of students who were 
making little gain in regular schools were consistently 
raised. 

5. Student-Teacher Relationships. The program 
strength most frequently cited by students, parents, 
and staff is the student-teacher relationship. This, 
again, is perhaps because of the small student-teacher 
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ratio, but the attitude toward students is of major 
importance. It was found that in alternative education: 

a. Teachers treat students as people and treat them 
with respect. 

b. Teachers establish warm, friendly, and even 
affectionate relationships with students. 

c. Teachers allow students freedom along with 
responsibilities. 

d. Teachers create a casual, low-pressure atmo- 
sphere. 

e. Teachers show a genuine interest in students. 
6. Relevance, Another frequently cited strength of 

alternative education programs is relevance. Students 
and parents appear to beheve that most alternatives 
offer an education that is realistically connected with 
the student's futuie. Students can see how school 
relates to the real world and are encouraged to develop 
career goals. On-site, hands-on experience is a fre- 
quently employed technique in successful alternative 
education projects. Teachers appear to be more flexible 
and open to suggestions and change than teachers 
in conventional schools and often maintain more 
contact and involvement with parents and community. 

Problems in Alternative Education: Certain prob- 
lems appear frequently in alternative education: 

a. Enthusiastic supporters want programs to 
expand too rapidly; when a program appears su<> 
cessfu!, there are immediate pressures to enlarge 
and expand the program. 

b. Screening and orientation of students is some- 
times haphazard. Selecting students who can benefit 
most by a particular program should be given higher 
priority. 

c. Many alternativ^e education programs suffer 
i T\ \^e problems because of poor communication of 
J gram goals, weak public relations, and an unfor- 
t mate perception of alternatives as a dumping 
ground. 

d. Staff must become well acquainted with new 
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processes before they are implemented. (For exam- 
ple, behavior modification techniques can be inef- 
fective or harmful if misused or used by teachers 
without proper training.) 

e. Conventional schools may feel slighted by the 
attention, privileges, money, and facilities granted 
to new alternative education programs, with result- 
ing antagonism. 

Conclusion 

"When I talk about alternatives, I don't mean one 
small program in a store-front school," said John Dow, 
deputy superintendent of the Grand Rapids Public 
Schools. ''Quality education demands that every child 
have learning opticas, and that demands diversifying 
all of public education. This means alternatives for 
all, and that's what schools must work toward." 

Grand Rapids has clearly demonstrated that school 
districts can create effective alternative learning op- 
tions and at the same time develop the financial, 
administrative, and organizational strategies necessary 
for their operation. In this, the city is far ahead of 
most other school districts in the nat' m. It has demon- 
strated that with careful planning and systematic 
evaluation experiential programs can be created to 
enhance the effectiveness of education. As the last 
half of this decade begins, it appears that Grand Rapids 
may become a pacesetter for developments in public 
education. 



Blending Learning in School 
and Community 



A simple rule of thumb ought to be: Whenever you can 
do a thing better in school or a place called school, that's 
where yju do it. If you can do it better 'out there/ you 
do it out there. 

J. Lloyd Trump 

The most dramatic change in public education 
in recent years has been the attempt to move 
learning out of the classroom and into the 
surrounding community. In the past, public schools 
operated on the assumption that all formal education 
should take place in school. Such an assumption is 
no longer tenable. Authentic learning takes place in 
various settings with different sources. Distinctive 
kinds of learning exist, and each may suggest or even 
require a particular setting. Some kinds of learning 
are appropriate for classrooms and schools, but scarce- 
ly :ill. Some learning demands books, dictionaries, 
libraries, and teachers; other requires travel, experi- 
ence, and participation. As schools seek to match 
students with appropriate places and environments 
for particular kinds of learning, an increase in action 
or experiential learning will continue. 

Some schools now offer a vast array of learvJng 
experiences in the comniunity. Students are learning 
in airports, cou/trooms, funeral homes, jails, and hos- 
pitals. They are doing volunteer service work in homes 
for the aged, building houses, buying and selling real 
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estate, or conducting an archeological dig. Others are 
learning survival skills through desert hikes, mountain 
climbing, and extended canoe trips. Classrooms are 
moved out of the school and located throughout the 
community. Courses are taught by bankers, carpenters, 
doctors, editors, lawyers, nurses, plumbers, or me- 
chanics. Other schools bring the community into the 
school by using community volunteers, by staffing 
in-school classes with professionals from outside pub- 
lic education, and by developing cooperative programs 
with labor unions, business associations, and other 
private and professional groups. All of these efforts 
have tended to break down the artificial dichotomy 
between life and learning that has characterized 
schooling in the past. 

For the past 200 years educators have worked to 
improve education b\' improving classroom instruc- 
tion. During the 1960s these efforts reached a peak 
of activity that was regarded as a curricular revolution. 
Modern math was developed along with new curricula 
in science, foreign languages, social studies, and En- 
glish. Sinmultaneously, teachers were retrained to use 
both the new materials and an inquiry-oriented ap- 
proach to learning. But these developments were 
focused on classroom learning — on enhancing existing 
courses or replacing them with better ones and on 
improving instructional techniques. The underlying 
assumption that characterized most reform efforts of 
the pasi 200 years was that learning takes place with 
a teacher in a classroom inside a school. 

What is important today is that increasing numbers 
of school districts are now concluding that some 
learning can and should take place out of the classroom 
and away from the school. The development of com- 
munity-based learning experiences includes schools 
without walls, social internships, career education 
programs, and a wide variety of action learning pro- 
grams outside the school. While experiential learning 
is only beginning to be explored, several factors help 
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explain the importance of and the need for blending 
learning experiences in schools with activities in the 
community. Most of these factors are clustered around 
issues relating to school society, and contemporary 
youth. 

Issues in the Sc!iool 

A dichotomy has always existed bclweer what 
happens in schools and what happens outside. Educa- 
tional literature abounds with reports describing sig- 
nificant omissions from the curriculum, especially in 
the social studies and language arts. In these areas 
almost all controversial public issues confronting con- 
temporary society and certain categories of literature 
are often ignored. This peculiar aspect of schools did 
not happen by chance. One explanation revolves 
around the aftereffects of two early conceptions of 
learning, and another focuses on the inability of public 
education to develop effective change strategies. 

Obsolete Learning Theories 

Two of the earliest theories of learning are mental 
discipline and classicism. Proponents of mental disci- 
pline believed the mind was a muscle and set out 
to develop this mental muscle through rigorous exer- 
cise. The more difficult and obscure the learning 
material, the more the mind was exercised. This led 
to emphasizing the dead languages or Greek and Latin. 
Classicists believed learning should focus on the great 
ideas of antiquity that have survived through the ages. 
Once again, the emphasis was on the far reaches of 
history. 

While aspects of these early educational theories 
have been disproved and given way to more experi- 
mentally sound theories of learning, they have left 
their mark. School learning continues to focus on the 
past, and too often teachers use drill and memorization 
of abstract information as their main instructional 
techni(j[ues. Most unfortunate, a startling credibility 
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gap between what students learn in school and what 
they learn outside of school continues. 

Institutional Change Strategies 

The weight of tradition, graduation requirements, 
college entrance requirements, state laws, teacher cer- 
tification requirements, and textbook publishers have 
combined to solidify the school curriculum and its 
resistance to change. The result has been an ever- 
widening cultural lag between contemporary society 
and the school curriculum. Most educators agree that 
the school curriculum used today was developed for 
a society that has not existed for many years. 

Issues in Society 
The growing urge to get youth out of schools and 
into direct experiential learning situations is not based 
solely on the limitations and narrowness of school 
curricula and in-class learning, but is directly related 
to social transformations outside the school. Society 
is alive with technological changes that have ripped 
apart the social order and plunged everyone into a 
chaotic world that crackles with future shock. A survey 
of the effects of these social manifestations offers 
compelling arguments for blending the school and 
community in more intimate and effective ways. 

The Society As an Information Source 

James Coleman has argued that today's schools are 
obsolete because they are still trying to perform the 
information-giving function that they were initially 
developed for. Yet the information-poor society that 
spawned this particular function in schools has been 
transformed into an information-rich environment 
filled with multimedia sources that are far more 
relevant than the drab textbook and teacher sources 
typical of school classrooms. 
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Social Change 

This is an age of unprecedented social change. While 
social change is certainly not new to western civiliza- 
tion, the change occurring during this century has 
characteristics that make it distinctly different from 
any previous era. This vertiginous change has rendered 
many of the most traditional values, institutions, voca- 
tions, and life-styles obsolete and dysfunctional. The 
effect on schools has been pronounced, for it has 
dramatized the liability of the school curriculum. 

Proliferation of Knowledge 

Ninety percent of the scientists who have ever lived 
are now alive and working in laboratories. The prod- 
ucts of their energies have resulted in an explosive 
proliferation of knowledge. The entire body of knowl- 
edge appears to be doubling every three to five years. 
As new knowledge is developed, former theories and 
understandings are rendered outmoded and obsolete. 
Myths and superstitions are shattered, and ideas taken 
as uni\ crsal truths have been severely questioned, if 
not destroyed. Schools once again have suffered from 
these effects. 

Community Social Needs 

The social needs of communities are becoming 
increasingly acute. Problems of community renewal, 
the environment, and social service have created social 
needs that far outstrip resources of state and local 
governments. This situation has been further compli- 
cated by rampant inflation and an increased competi- 
tion for available resources. 

Society can no longer permit schools to segregate 
the rich resource of youthful energy. The great curric- 
ulum question of the seventies is how to get students 
out of schools so that their energy, intelligence, and 
idealism can be used for social reconstruction. 
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Issues of Contemporary Youth 

The nature of youth today offers further support 
for complementing in-school lea ning with a variety 
of community-based learning experiences. 

The Dejuvenilization of Youth 

School is unsuited today for assisting youth in 
obtaining some of the most important learning goals. 
It seems especially ineffective in helping in the social 
development that moves the child through adolescence 
and into adulthood. 

Schools continue to deal with youth as unresponsible 
children, while in fact they have changed in the same 
dramatic fashion that Coleman argues the society has. 
Society seems to be "dejiivenilizing'' youth. Outside 
the school, \'oung people exercise considerable self- 
determination and are involved in life-shaping deci- 
sions; inside the school they are expected to obey. 
A number of recent conferences and national reports 
have focused on the biological and social changes 
affecting today's youth, a; id their conclusions are 
pnuarkably similar. All seem to agree that **the young 

n't as young as they used tc. be." 

A 1973 conference report. The Greening of the High 
School, summarized the biological transformation that 
youth is experiencing. Girls' menarche occurs two to 
five years earlier than in the past, and the voice change 
in boys is occurring just after 13 years of age compared 
with the average age of 18 in the eighteenth century. 
Venereal disease is replacing chicken pox as the most 
prevalent childhood disease. The rate of illegitimate 
births has more than doubled since 1940, and more 
than a fourth of all high school age girls are married. 
Yet, in some schools youth are not permitted study 
even such topics as sex and social disease, v.aid the 
authoritarian atmosphere of most schools ^ ^c. ovt 
student efforts to assert their adulthooJ. 
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The Isolation of Youth 

Today's schools have also tended to isolate \ outh 
from contact with adults. Especially during tlu past 
twenty years, as more and more youth have aiyed 
longer and longer in school, teenagers have been 
increasingly separated from meaningful contact with 
adults other than parents and teachers. The fact that 
a student successfully completes high school will 
invariably be accompanied by a "decoupling" of the 
generations. It will also mean that youth will have 
delayed entry into the adult world, prolonged institu- 
tional controls over their lives, and los*: the early 
transmission of adult cultural patterns. This situation 
has created a whole age group with minimum social 
controls subject to faddish whims and imprecise adult 
models. John Henry Martin, chairman of the U.S 
Office of Education's National Panel on High Schools 
and Adolescent Education, believes that schools have 
been turned into "social aging vats" isolating ado- 
escents and claying their learning adult roles, work- 
habits, and skills. Experiential lean ing outside the 
school offers an important means of eliminating the 
isolation of school-age youth. 

Conflicts of Youth 

Youth today are also different from preceding gener- 
ations in more than biological terms. Because of the 
rapid rate of social change, Margaret Mead charac- 
terizes them as immigrants in time, like the first 
generation born in a new country and "faced with 
a future in which they cannot know what demands 
will be placed upon them." Constantly faced with 
problems without precedents, they have become per- 
petual adolescents in an era of unpredictable change. 
Thus, confined to life in an unfamiliar setting, they 
find few guides or models to direct them. This is 
especially true of life within schools. 
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Developing New Programs that Blend School and 
Community Learning 

At best, schools have focused their educational 
activities in the cognitive area and have heen fairK 
successful in this enterprise, The\' have transmitted 
a portion ot civilization's cultural heritage, provided 
a working knowledge of the academic disciplines, and 
helped some students develop a desire for acc^uiring 
more skills and knowledge. In other areas schools have 
not hinctioned well. They have not provided extensive 
opportunities tor students to manage their own affairs 
and to participate in intensive long-range study in 
a specific area. In addition, schools have become 
inappropriate settings for nearly all objectives involv- 
ing responsibilities that affect others. The Panel on 
Youth of the President's Science Advisory Committee 
was concerned that schools monopolize too much of 
\()uth\s time addressing a narrow range of objectives 
and therein' retard transition to adulthood. To correct 
this situation, schools have begun developing distinc- 
tive new programs that blend school and community 
learning experiences and that address a wide range 
ot educational objectives, including social develop- 
ment. 

The Cultural Walkabout 

Writing in the May, 1974, issue of the Phi Delta 
Kappmi, Maurice Gibbons proposed a unicjue new 
educational role for schools in assisting youth in their 
transition to adnlthood. He based his conception on 
the Australian walkabout, a six-month-long endurance 
test during which the young aborigine must live alone 
in the wilderness and return to his tribe an adult or 
die in the attempt. "The walkabout," says Gibbons, 
**could be a very useful model to guide us in de signing 
our own rites of passage. It provides a powerful focus 
during training, a challenging demonstration of neces- 
sary competence, and an enrichment of community 
life/' What would such a walkabout be like for students 
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in American society? Gibbons gives sor^e suggestions: 
1) It should be experiential, and the experience should 
be real rather than simulated. 2) It should be a 
challenge that extends the capacities of the students 
as fully as possible, forcing them to consider every 
limitation they perceive in themselves as barriers to 
be broken through. 3) It should be a challenge the 
students choose for themselves. 4) It should be an 
important learning experience in itself. Gibbons sug- 
gested that such an experience could be identified 
and planned during the eighth to tenth grade and 
become the primary educational challenge in the 
youth's life. Gibbons organized the walkabout experi- 
ence around several broad areas: 

Adventure: a challenge to the students' daring, en- 
durance, and skills in an unfamiliar enx iionment. 
Creativity: a challenge to explore, cultivate, and 
express their imagination in an aesthetically pleasing 
form. 

Service: a challenge to identify a human need for 
assistance and provide it; to express caring without 
expectation of reward. 

Practical Skills: a challenge to explore a utilitarian 
activ ity, to learn the knowledge and skills necessary 
to work in that field, and to produce something 
of use. 

Logical Inquiry: a challenge to explore one's curios- 
ity, to formulate a question of personal importance, 
and to pursue an answer or solution, wherever 
appropriate, by investigation. 

New Roles for Youth 

The National Commission on Resources for Youth 
is a New York-based organization that has surveved 
public schools throughout the United States to ideulify 
programs that place youth in nonstudent roles. In a 
small book titled New Boles for Youth in the School 
and Community, the National Commission describes 
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a number of new roles for youth that would encourage 
them to be responsible for their own welfare and the 
welfare of others, orient them to productive and re- 
sponsible tasks, and provide opportunities for learning 
through action and experience rather than being taught 
in a school classroom. The roles are designed to reduce 
the isolation of youth from adults and from productive 
tasks in society and to bring a greater degree of personal 
responsibility for the development of youth. The 
National Commission on Resources for Youth has 
identified the following new roles for youth that are 
being provided by special school programs. 

1. Youth as Curriculum Builders: In the past, 
regardless of what other privileges or opportunities 
were granted to -^cidents, curriculum development 
was left exclusix ely to teachers and outside experts. 
A number of hi^h schools have broken this tradition 
and discovered' that students work with diligence 
and discipline, and they seem to enjoy the tasks 
immensely. Schools have also discovered that the 
young curriculum developers not only have pro- 
duced high quality products, but also have gained 
educationally from the process. 

2. Youth as Teachers: The idea of students teach- 
ing students is as old as education and is used 
throughout the world. Yet in this country the concept 
has never been ( xtensively used. Since i960, intc ;est 
in youth teaching youth has increased, and a fair 
amount of positive research supports this idea. 

3. Youth as Comniunity Workers: Schools have 
begun to develop programs de.sigi ed to involve 
school-age youth in community service projects. 
Such projects include assistance to mental hospitals, 
homes for the aged, museums, day-care centers, 
pu})lic transportation, and health and sanitation 
facilities, to mention only a few. These programs 
have had a positive ef^ ^ on communities where 
they have been create(i i give participating stu- 
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dents a sense of responsibility and accomplishment 
that schools have never prov ided, 

4. Youth as Entrepreneurs: During recent \'ears, 
some schools and other youth-serving institutions- 
have been persuaded or even compelled to take 
advantage of the energy and enthusiasm that the 
entrepreneur role stimulates in many students. The 
resulting projects have included operating restau- 
rants, rent-a-kid programs, house construction pro- 
jects, urban renewal contracts, da\'-care centers, and 
even window washing. 

5. Youth as Community Problem Solvers: Stu- 
dents can be utilized to identify pressing social 
problems, to conduct in-depth research on the prob- 
lems, and to mobilize political support for possible 
action. 

6. Youth as Communicators: Adolescents have 
de\ eloped newspapers, published books and maga- 
zines, made films, and created information centers 
and learning networks. 

7. Youth as Resources for Youth: Young persons 
have also developed and operated crisis centers to 
assist drug users, runaways, and other troubled 
youth. They have established "crisis-line" switch- 
boards operated twenty-four hours a day. 

Career and Vocational Education 
Career and vocational education offer almost un- 
limited opportunities for blending school and commu- 
nity learning and have the added incentive of being 
encouraged by federal funds. In a bold step to move 
vocational and career education out of the usual 
work-study half-day programs, the Office of Education 
has developed an Experimental Community-Based 
Career Education that is much more than a terminal 
program for students not college-bound. A far crv froi> 
on-the-job training, this program defines careers 
broadly to mean "one's progress through life" or "life 
paths"— not just a particular nine-to-five segment of 
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it. It enables students to complete the last two years 
of hijih school by using extensive community experi- 
ence, indepeiulent and group study, and maximum 
(>ut-of-school activities. Most important is that gradua- 
tion rcfjuirements are based on *\survival competen- 
cies" rather than course completion. 

One Office of Education program, located in Tigard, 
Oregon, allows students to leave school during their 
last two years for a variety of community experiences. 
Students complete a comprehensive battery of tests 
to determine interests, abilities, and needs, then use 
a computer-based survey of careers through which 
they experience several career positions. Next, in-depth 
experiences are chosen in a particular career area. 
During this time each student completes ten projects 
and thirteen competencies in three areas: basic skills, 
career development, and li!e skills. During this two- 
year period students do not attend classes but demon- 
strate their competencies in ureas it is assumed most 
Americans should master to function effectively in 
their daily lives. Each coiripetency is judged by a 
selected coiumunity adult. Examples o^ the competen- 
cies follow: 

CompetencN' Certifier 
Transact Bu.suiess on a Credit Basis . . . Local Bank Official 
Maintain a Checking Account in Good Order 

Local Bank Official 

Provide Adeciuate In.siirance for Self, Family, 

and Possessions Insurance Agent 

File State and Federal Income Taxes 

State anr! Federal Tax Employee 

Bndget Time and Money Effectively Home Economist 

MaintJ i the Best Physical Health and Make Appropriate 

Use of Leisure Time Physical Therapist 

Participate in the Electoral Piocess City Recorder 

Respond Appi'.'priately to Fire, Police, and Physical Health 

Emergencies Fire Prevention Officer, Police Officer 

Understand the Basic Str. tnr-^ and Function of 

Local, State, and P'ederal Government 
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Local Government Represenhttives, .^'udge, Lohbx isi 

Explain One's Legal Rights and Responsibilities . . . Attorncs 
Make Appropriate Use of Public Agencies . . . Countv Clerk 
Make Application (or Employment and Sticf.'cssfulK 

ilold a Job .... Employer with whom Stiulent is Working 
Operate and Maintain an Automobile 

Di liver Instructor, Police Officer, Mechanic 

Another impressive career education program is at 
Sk x'line Cente* in Dal las » In a school cooperatively 
staffed by professional teachers, crartsnien, and skilled 
professionals, students may survey as many as twelve 
career opportunities during one year. 

Anotijer important program in operation since 1919 
is Junir>r Achievement, in which stu'dcit:: - consul- 
tants from the counnunitx* to assist then: ruiziug 
a business, producing and inarketinfr - ;^ and 

generally participating in the entire rangi. .'.\peri- 
ences associated wit!' running a companx'. 

Other schools have utilized high school internship 
programs that allow students h) work directly in a 
variety professions. 

Action Learning Programs 

During the pa^ l few :*ears, the National Association 
of Secoi:dary School Principals has exliibited a ;;row- 
ing interest in out-of-scboo! learning experiences. The 
Association, along with the National Commission on 
Re.>ources for Yov.ch, surveyed public schools and 
identified action learning programs now operating. 
SoHie action learning programs are: 

C itdoor Learning Programs. Use of the outdoors 
as a learning environment has experienced tremendous 
growth in recent years- School distiicts across the 
couniryare beginning to utilize the geographical assets 
of their a^eas through hiking, backpacking, bicycling, 
canoeing, caving, and camping. Some programs have 
attempted to use the cultural neutrality of the outdoor 
environment as an ideal place for confronting racial 
antagonisms. 
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Following initiation of a wilderness program at 
N r rthwestern Junior HigiA School in Battle Creek, 
Michigan, to all viate racial and class conOicts among 
students, discipline referrals of a racial nature de- 
creased 75 percent. 

The Cambridge Pilot School in Massachusetts taught 
inner-city youth lacking in academic skills the tech- 
niques of outdoor education, t!ien used these students 
as guides and teachers for more academically able 
students. 

Probal^ly the best known outdoor education program 
is Outward Bound with headquarters in Denver. Out- 
ward Bound has helped schools throughout the country 
to develop programs involving students and teachers 
in outdoor situations where they are faced with seem- 
ingly impossible tasks that call upon the maximum 
in personal reserves and individual perseverence. 

Cross-Cultural Exchange Programs. Some schools 
have developed action learning programs to immerse 
school-age youth in cultures different from their own. 
Students at East High School in Denver have harvested 
beets with migrant workers, worked in welfare agen- 
cies, served food in soup lines, spent weekends on 
a Navajo reservation, lived with Mexican families, and 
collected garbage w^ith city sanitation workers, all for 
high school social studies credit. In Lincoln-Sudbury 
Regionu) High School near Boston, students lived for 
five weeks with black Mner-city families while work- 
ing in social agencies, followed by five Vvceks in the 
remote rural settings of Connecticut and Nova Scotia 
where they worked on farms, in dairies, at maple syrup 
factories, and at organic food cooperatives. 

Services Programs. One of the most practical and 
potentially valuable action learnin^"' experien es uses 
seconcary school students as volv jers in community 
agencies and programs. Students orlunteer their time 
and energy to work in hospitals, homes for the aged, 
dn i centers, mental health clinics, and other social 
agencies. Some students have even organized their 
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own agencies and offer services withii their coninui- 
nities. At Adams City High School in Colorado, stu- 
dents leave school to work as tutors . :1 teachers for 
second and third graders, providing elementarv teach- 
ers with needed assistance. The Yorkville Youth Coun- 
cil in New York City uses adolescents as teachers and 
tutors. Student vv)lunteers in Marion, Indiana, have 
become an important part of the staff at the local 
V.A. Hospital. 

A number of drug programs use high school students 
as counselors, and some programs were planned, 
developed, and operated completely by high school 
age students. 

One of the most dramatic examples of the potential ity 
of youth volunteers was the Community Medical 
Cojps, organized in the New York Bronx. In the early 
1970s, a group of medical students recruited 110 high 
school students from 14 to 17 years of age to help 
screen childre n in local tenements for traces of lead 
poisoning. After a rigorous orientation session, the 
students received white medical jackets and began 
canvassingneighborhoods and conductingblood tests. 
By the end of a summer, the students had seen more 
than 3,000 children and had taken 2,000 blood samples. 
More than 2 percent of the children tested had dan- 
gerously high levels )f lead poisoning. "High school 
age youngsters bad proved that they could be depended 
upon to do difficult work," reported the National 
Commission on Resources for Youth. "Many of them 
had come into the program originally with an awe 
of doctors and what they did. By the end of t^e summer, 
the directors reported, 'We had kids telling the doctors 
what to do. They had assisted witt. blood-taking 
hundreds of ti -les and knew the job as well or better 
than any doctor/ The Vids w.o worked here, all of 
the 110 kids, bif V more about lead poisoning than 
most doctors." 

As a result of the program, many students are now 
determined to become nurses, teachers, social workers. 
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and doctors. The program verifies tlit assumption that 
adolescents thrive on meaniui:;! '1 rk. 

Construction and Renewal Programs. Students have 
also entered into action leainiuji; projects designed not 
onK' to he financially rewarding, 1)U* also to heautify 
and renew their coniniiinii s. in Denver, a group 
called Creativ e Urban Living has negotiate^ contracts 
totaling more than a (iiiarter of a million oUars to 
build and refurbish houses, replace several blocks of 
city sidewalks, and c^ struct several miniparks for 
the cit\*. The studci. s keep records on banking, 
pa\T()lls, bills, loans, and {insurance, and even publish 
a newsletter. 

In TvIinnesGta a group called Teen Corps organized 
350 teenagers to provide volunteer labor for worthy 
projects in the state. The students bnilt five summer 
camps for niei^talK" retarcled youth, a home for juvenile 
delincjuents, a social center at a migrant worker camp, 
and an inner-city park. In Sacramento, California, 
\ f)lunteers age 6 to 80 visit welfare recipients' homes 
and. assist ii^ refurbishing md repairing houses. In 
Canton, Ohio, high school students have worked for 
twelve years in a Candlelight Youth Corps, renovating 
houses of the handicapped, the elderly, and the blind. 
Students also built a house and two duplexes and 
sold all three. S"*milar construction projects have been 
formed in Mollala, Oregon, in LaPuente, California, 
in Indianapolis, and in other school districts through- 
out die country. 

Travel Programs. A few schools have organize^i 
traveling learning experiences to combine academic 
study with on-site Aisitat^'on and experience. St. Paul 
Open SchooJ students have traveled to the Dakota 
Badlands and to die Gettysburg battlefield to combine 
geolog a; jrl bioiogi ja" lessons with study of culture 
andhistor - . !n Lake Geneva, Wisconsin, a group called 
*^-^e Air^' -L. r Essence "raveling School offers a pio- 
irjd\r\ for r^?gh schoo! seniors and graduates in which 
they speMui nine months crossing the United States 
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by rail, ^.■ ly. loolpath, inland waterways, and even 

wagon i The pro<^ram is an in-dep-h inimersion 

in Ameri' neritage so that participants will gain 

a dee^ :t nitnient to the future based on a personal 

awar( 1 - ' the past. Many schools, of course, have 

niuc^ ambitious programs of w^eekend travel and 
summer experiences. 

Political Programs 

Armed with the right to vote at age 18, high school 
students ha\e moved with an interesting display of 
force into the politic il arena. Students of East High 
School in Deiner went to Greenwood, Miss-issippi, 
toassist in voter registration. The Connecticut Citizens 
Action Group, the first state affiliate of Ralph Nader's 
Center for the Study of Responsive Lav, providec/ 
a model for youth participation in communities across 
the United Si ites. Students in Connecticut conducted 
a state survey of food prices, developed an Earth 
Platform for election campaigns, and lobbied state 
legislators for a dispensable bottle tax. All this has b^ i 
done after school and on weekends without school 
credit. In other states students are being used as a 
pool of volunteer workers to gather information, con- 
duct surveys, and utilize their information to influence 
voters, candidates, and legislators. 

Another program that involves students in action 
learning in the political arena is the Washington, D.C., 
Street Law Program. Offered as a high school course 
for students in the D.C. area, the program is built 
around sixteen law students from Georgetown Univer- 
sity xvho teach "street law'' courses, which earn credit 
for both the high school students and the law students. 
Using discussion gro 'os and spr^cial projects, the 
course culminates with students conducting a simulat- 
er^ trial with a federal judge leading the proceedings. 
1 le program has become a model for courses in other 
sch-^^ol districts. 
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Community-Based Schools 

Earner, several alternative public schools closely 
related to coniiiuinity life wen: described. A large 
number of alternative schools have been housed in 
noneducational facilities located throughout the com- 
munity. Schools have hvvn housed in former ware- 
houses (St. Paul Open School), train stations (Shanti 
School in Hartford, Connecticut), hotels (Brown 
School in Louisville), and a wide variety of store fronts 
and office buildings. Aase Eriksen of the University 
of Pennsylvania has developed a model called Scat- 
tered Schools for utilizing refurbished residential 
h )using scattered throughout the community. 

Many schools without walls base curriculum in 
available community space and utilize noncertified 
teachers. Often courses are taught by bankers, lawyers, 
probation officers, social workers, or an\'one with 
expertise in a specified area. The first school of this 
kind was the Philadelphia Parkway Program, but now 
schools without walls can he found in Chi ago. St. 
Louis, Ann Arbor, Grand Rapids, Seattle, a k1 ( .ler 
cities. 

Oiganizing for Experiential Learning 

Experiential ler^ry 'ug poses difficult sc^^^^duling and 
organizatio /il pre';- is, for schools were not designed 
t(. providi: .. ri;fnu!.^t> j-p^arning. Few schools have used 
Ed Meade's ^ i;ag€ :i' i tiiat schools act as ''brokers 
for sendiHi:: v<».h = :e: and from the 'real world 
of expei.^n ^^umber of ways of organizing 

experiential ,jai*ning progianis are: 

I. Course Supplements: Of /cv. experiential learning 
:^v>s been developed as a supplement to regular 
Ci.. > -s'^nvn work or as a component ot a particular 
course. Teachers often use experiences to ilhistrate 
pa' i'^'ular concepts or as a way for students to learn 
particular skills. A history course may have a laboratory 
component in whici. students collect oral histories 
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of the great depression by interviewing older people 
in a community. Students in a science course may 
take water samples in area lakes or study traffic flow 
for a government class. 

2. Course Replacement or Equivalents: Some ex- 
periential learning may be substituted for a course 
or be used as its equivalent for graduation require- 
ments. A student can oarn English credit as an intern 
at a tclev'sion studi . a newspaper, or magazine. 
Science credit can be earned by participating in a 
university or private research project. Social studies 
credit can he earned through work in a courtroom 
or by doing volunteer work in a service agency. 

3. Semester Experiences: A number of schools have 
created a ''senior semester" or a semester-long ''sab- 
bat'cal leave" for students to participate in extensive 
out of school experiences. . hese inclr de travel, rigor- 
ous outdoor lear./i ng programs, or cultural exchanges. 

4. Year-long Experiences: Because many youth 
take off for a year or so before going to college, 
some schools have actively assisted student in plan- 
ning a more productive year off. Some schools have 
organized the curriculum so that students complete 
all graduation requirements by the end of the eleventh 
grade, thus enabling them to participate in an ca t jnded 
independent study or a cultural walkabout experience. 
Many of these experiences are organized as postsecon- 
aary education programs and otien involve travel and 
cross-cultural experiences. Theodore Sizer has called 
for a n'^li->nal conscription for all young men and 
women . v/een the ages of 15 and 21 to spend twelve 
montb i M service to the community, asserting that 
the poss-'':le educational gams from community e- 
riences ^.e so important that they cannot be Ic t to 
chance. 

5. Adult /Community Education: Many major 
school districts offer community education programs 
that foe on adult education needs. Truly reflecting 
the ''craale to grave"cGr: .;e )t of education, these public 
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schools ha\'e developed literally hundreds of courses 
available for community members. Originally pio- 
neered in Flint, Michigan, by the Mott Foundation, 
community education has swept the country, offering 
courses wherever a need or interest appears. Courses 
can be found in hospitals, rest homes, factories, and 
community centers. Some programs even schedule 
classes for the home-bound. 

6. External School Experiences: Perhaps the closest 
approach to Illich's deschooling idea is represented 
by the external degree programs under which high 
school diplciVias can Iv^ iitxl without attending 
school. Five ccjunties near Svracuse, New York, are 
now developing a program where students can earn 
a high school diploma without ever stepping insidr 
a high school. 

7. i\o?i'<chool Learning Experiences: Some of the 
more o^er.tivr community learning experiences have 
been orgamz'^d outside public education. Some com- 
muniti^^s have developed ad hoc learning-exchange 
networks. In San Francisco, community volum^ers 
established The Switch Board, an informal s\ stem of 
putting people with learniu]^ needs in touch with 
resou jes in the area. Rec ently, a number of these 

ommuni'\ learning networks have been established 
with funding from the Federal Post Secondarv' Educa- 
tion Act. Some programs utilize local public libraries 
or other community p '!;encies rather than public schools 
as the center for activities. While these programs are 
still in their ' ncy and usually focus on "supple- 
mentary learning,'' they do offer an important oppor- 
tunit^• for evaluating this approach. 

Blending School and Community: Some 
Reservations 

While interest in blending school and communitv 
is increasing, it has been approached with caution 
by public school educators. The following caveats 
reflect their primary concerns: 
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L Experiential learning outside the school poses 
extremely difficult scheduling problems for public 
schools th ' were not designed to provide for out of 
school expi riences. The usual course schedule of daily, 
50-minute classes poses almost impossible difficulties 
further complicated by logistical problems: how to 
develop flexible transportation systems to move stu- 
dents throughout the conmiunity and effectively 
monitor their work. 

2. V ,ile research available on experiential learning 
is generally favorable, the question of legitiniacv is 
still raised. Many still question whether these programs 
really belong in schools. Some believe other existing 
community agencies should be responsible for 
experiential learni ig or that new agencies should be 
created. 

3. Many experiential learning programs are expen- 
sive. The National Commission on Resources for Youth 
recommends that all experiential programs be financed 
by .student fund-raising projects. 

4. The nost difficult problem of all is the (luestion 
of availability of opportunity. All existing community- 
based programs are small, and many are only pilot 
projects. What happens if all or even a major proporHon 
of students begin to be involved? The organization u 
and administratixe problems are overwhelming, even 
without the added problem of finding available learn- 
ing opportunities outside the school. 

5. Credit and state regulations can pose a serious 
restraint. A number of state departments have begun 
to dev elop guidelines for crediting experiential learn- 
ing, but much w^ork still needs to be done. Even more 
difficult is the question of accountability. These issues 
must be resolved before experiential programs an be 
organized, administered, and e\ -luated effectively. 

Conclusion 

liie growing number of public schools that operate 
programs close!} '[^lending school and community 

C. 
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.^arning is impressive, Because they are smaller and 
have fewer logistic problem , alternative schools offer 
better opportunities to organize action learning pro- 
grams. In spite of administrative and organizational 
problems encountered \v' such programs, school dis- 
tricts have continued to develop closer relationships 
with community activities and experiential learning. 
These activities may represent the most important and 
productive area of educational reform and promise 
the most dramiilj depart ire from the tradition of 
public education. 



Pluralism in Education: Replacing 

the Melting Pot 



The nohlesi aspect of the American liberal tradition is 
its respect for diversity. And this is not very likely to he 
fostered in a single setting, a unitar.j schoolhouse. 

Theodore J>. Sizer 

The trend to diversify educational opportunities 
has provided a new dimension to the difficult 
issues arising from cultural pluralism in the 
United States. This is especially important because 
no other aspect of contemporary American society has 
proved as frustrating and frightening as the difficulties 
surrounding racial and cultural pluralism. The issue 
has literally exploded in rec( nt years over the question 
of integration versus segregation, the debate about 
cultural assimilation or separation, and a spate of 
volatile issues varying from demands for ethnic studies 
in schools to conflict over the question of gen. 
inferiority of certain racial groups. 

For twenty years these issues have been fought out 
in Supreme Court cases, local school board meetings, 
and even in classrooms. Tlirough it all, the focus has 
sometimes been on education: demands for ethnic 
studies, lingual education, integrated schools, and 
so on. While everyone acknowledges the problems, 
productive propos?' . r ' ledying the situations have 
failed. For this reaso. development of educational 
alternatives is especially important. This area holds 
promise for p/oductive new approaches. 
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The need for pluralism is heconiiiit^ ever more 
apparent in American education. Because a primary 
function of schooling is socialization, the appearance 
of increasing numhers of educational options suggests 
a dramatic shift in the purpose of education: Schools 
are heginning to reinforce diff rences rather than 
conformity and are strengthening diverse ethnic and 
cultural identities. Here is a contrihution to the devel- 
opment of ducational options that is almost over- 
looked. 

Cultural Pluralism 

The most ohvious characteristic of contempora 
American culture is that it is a plural' democracy, 
a tangle of competing and overlapping .^gunips, all 
pushed together to clash over shared and disputed 
goals. A remarkable collection of the world's peoples 
are held together by the flimsy thread of )lerance, 
tradition, and geographic proximU/, America is a 
cultural collage of black and white, young and old, 
elite and alienated, the very rich and the very poor. 
Democrats ar^d Republicans, rednecks and radicals. 
Americans speak many languages and worship many 
gods. Each subculture has it own unique history and 
traditions, customs and tastes. Unfortunately, their 
values are often offensive to one another. 

Given such remarkable differences, the question that 
has confronted educational institutions and quite liter- 
ally torn communities apart is the role and purpose 
of public edu( ation. Should the schools function to 
assimilate these cultural differences and seek a degr e 
of value consensus, or should the schools seek to 
leg'^'mize diversity? For most of American history, 
the chools were the primary social agent for achieving 
cultural assimilation. As such, public education was 
pe-r eived as the great cultural *'mel ting pot" of society. 

Schools as the Mel^mg Pot 

It was, of course, -a beautiful dr^am. The schools 
were to take peoy')le of all races, all colors, all incomes, 
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and all faiths and bring theni t()?i:ethci in a cultural 
hannony of ecjuality and coninuinity. In the 185()s, 
public education became a cultural melting pot and 
worked to assimilate its (i (jihc clients. Migration to 
the United States until tne hite nineteenth century 
was prt (h:)ininantly from Hngland and northern 
Europe. By the time imnh/ni^fion from other parts 
of Europe and the world became substantiaK the 
language and tradition oi ^e white Protestant were 
clearly established. Thus, for economic and social 
survival and upward mobility, members of other ethnic 
groups were f:iced with the task of assimilating into 
a dominant culture. The tasl of accomplishing tl is 
assimilation was assumed by the public schools. 

The schools often provided the first real cpniact 
between an immigrant family and the new .;Lot>, 
and the white Anglo-Saxon ProtL iW ASP) ^ure 
was cleaiK' evident. Regardless of the w. - - 1 
diversity of America.; culture, public scho( 
ope l around one basic educational curri( .nd 
whatever degree of diversit; existed in schr\>J l^^vh 
had been eliminated by 1900 by uniforn. .i::\.:h;;«7inn 
requirements and state laws. Schools have a!-A ay.N used 
the English language excl isively, and res ...^ during 
the last hundred years has clearly depicter; x- Amer'- 
can school curricuhmi as ama. ngly unif< ^ u national- 
ly. For more than a hundrea years students have 
studied WASP history, read WASP literature, and been 
taught WASP values. Both the overt curriculum and 
the hidden curriculum exuded the \alues and norms 
of the dominant culture. Students learned to speak 
proper Englisli, a> ->reciate good literature, and behave 
properly, all juciged by the inevitable standard of 
WASP cultr.re. And, amazing as it seems, the melting 
. ^ realK' worked — at least for som . 

it is estimated that the United States absorbed more 
than 40 million immigrants between 1S80 and 1920. 
"The public schools did a magnificent job of molding 
and adjusting millions of immigrant children to their 
new role as citizens of the new c onntry," Mark Krug 
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wrote in the 1973 Yearl)()()k of the National Council 
for the Social Studies. "Public schools were the basic 
workshops of American deniocrac)'. It is in schools 
that children of many racial, ethnic, and religious 
origins learned, however painfully, to live together 
and to take advantage of the ^^recious gifts of American 
freedom. Subseciuently, the public schools made it 
possible for thousands of Jewish, Polish, Italian, and 
German children to attain positions of prominence 
in all walks of life." 

While many members of ethnic minorities managed 
to disappear into the larger society, not all minorities 
managed with eciual success. Some remain culturally, 
socially, and economically isolated even today. Among 
these unmelled numbers are groups who have been 
in the soci^^y from its beginnings: blacks, native 
Americans, and Me.xican-Americans. These unassimi- 
lated groups share one basic characteristic: they are 
physically different from the dominant cultural group. 
As Jessie Jackson has said of these groups, "One half 
of our population is still unmelted; it stuck to the 
bottom of the pot," 

The melting pot concept posed a number of difticult 
dilemmas and contradictions. The core concept of the 
Anglo-Saxon tradition in America is that every indi- 
vidual is able to rise to the level of his or her own 
innate ability, to fulfill individual potential through 
free movement upward. The schools were the major 
means for achieving individual potential. Thus, people 
were ail to strive upward, and the best would always 
win. This upward striving was to result in a melting 
of the diverse cultures. Most important to this concept 
was the belief that racial diversity was irrelevant to 
upward mobility; all that was necessary was hard work 
and motivation. Unfortunately, this aspect of the 
American dream proved to be a humiliating myth for 
most of the physically different minorities. In reality, 
upward social mobility demanded far more than the 
hard work and motivation myth of the melting pot 
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.;oncept. It demanded that ethnic gronp meniliers not 
...nlv woik hard; they were (luite literally required to 
abandon their heritage and betray family loyalties. 
It denianded '.onforniity to the biological and social 
norms of the Anglo-Saxon culture. "To succeed, to 
move into the don-i.-ant class, the individual (of ethnic 
origins) must abandon most of the cultural traits of 
his home," explains Mildred Dickeman, professor 
of anthropology. "Those behaviors, values, and atti- 
tudes which he abandons are those emotionally im- 
bedded, ac(iuired ... in infancy and early childhood. 
To do so, he must disrupt his ties to his group ()f 
origin. What is demanded is a rejection of his affiliation 
with kind and community, of his ties to his group 
of birth." Thus, the melting pot concept was built 
on a subtle blend of shame and hope— shame in one's 
ethnic culture and hope for a better life. 

To succeed in school and in the larger society, 
members of ethnic groups often changed their names, 
their language, and always their accents or dialects. 
They took on different styles of dress and developed 
new Planners, a new family structure, and new values 
and attitudes. Even so, the dream of assimilation was 
still unattainable for certain groups. For them, a bitter 
realization that social assimilation was not enough 
set in. What was demanded was biological conformity, 
which for most was impossible. 

The 1970 report of the NEA Task Force on Civil 
Rights stated that minority groups had had the choice 
of disappearing into the mainstream of American Hfe 
or being "isolated and relegated to second class citi- 
zenship—or no citizenship at all." Most blacks, native 
Americans, and Mexican-Americans have concluded 
that they can never become white middle-class Ameii- 
cans. 

One final paradox of the melting pot concept needs 
to be mentioned. As some ethnic group members 
embraced the Anglo-Saxon norms, changed their 
names, and severed their relationships with their ethnic 
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hcTita<ic, thvy lost their ^lonp identity and their ^^roup 
pov. er. The more assiinihite(l a j^roirp heeaiiie, the less 
p(/!iiieal power it liad in dealin<4 with the dominant 
enltnre. Thus, e\ t»n winninj^ meant losinjr^ 

Problems of the Meltinj^ Pot Concept 

In recent \ears the ineltin<^ pot concept has he<^un 
to fade. A decade of protest and puhhcity has drama- 
tized the pli<4ht of the natiori's minorities. The j^rowing 
awareness and acceptance of cnltnral diversity has 
l)e<iini to he reflected in the school cnrricuhim. In- 
creasin<4l\', schools are ()ffcrin<^ elective courses in 
cultund studies, and new units have hv<run to appear 
in social studies and En<^lish classes. Textbooks, too, 
havedevelopecinuilticultnral illustrations and content! 

Cultural Humiliation 

When ethnic j^roup vouths were unable to assimilate, 
educators seldom questioned the institutional pro- 
grams that had aiwa\s worked so well for the middle 
class l)ut assumed that s()niethin<j: ^vas wrong with 
the ethnic xonths rather than the schools, in striving 
for cultural conforinitx', schools have often equated 
hein^ different with ))ein<^ deprived, disadvantaged, 
or ignorant and have associated the minority with 
iideriority. Typical of a prevailing attitude that Indian 
homes and minds are empty and cultureless is the 
comment of a school administrator on a Sioux reserva- 
tion, who said, *'His home has no l)(){)ks, no niagazines, 
radio, television, newspaper; it's empty! He comes 
to school and we ha\'e to teach him ^^verything." 

Inner-cit\' \-()Uth are similarly viewed. 'Tn discus- 
sions ot education for the socially disadvantaged there 
is a good deal of sentimental talk about the 'valuable' 
or the 'positive' characteristics of the cultures from 
which these children vome/' Robert Havighurst 
reported in the Journal of Negro Education. "However, 
there is substantial doubt that the socially disadvan- 
taged children in our big cities have any positive 
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(jiKilities or potential xalne \\\ urban societx' in which 
tliey are systeniaticall y better than the children of 
families who participate fully in mass culture." 

Sucli attitudes led to school prof^ranis and prajtices 
that humiliated ethnic youth. They taujLjht students 
that nothing that they l)rought to school was 
worthwhile: not their historx' or ^Mr heritage, not 
their music, their language, or tlu folklore. Such 
children found themselves engulfeci in the most 
traumatic social conflict of their young lives. They 
were taught that if they tried, they could make it; 
yet no matter how hard they tried, they learned that 
the\* could not succeed. They were encouraged to speak 
differently, act differently, and dress differently. For 
as long as they remained in school, they suffered bitter 
humiliation. Native American and Mexican-American 
students are still not aliwwed to speak their natix'e 
h\nguage in many schools and are still punished in 
some if the\' do. 

In titutional Racism: Selecting, Certifying, and 
Sorting 

Institutional racism can be defined as those organi- 
•/atii)nal structures, practices, and traditions that result 
in an inerjuitable distribution of success to all clients. 
Schools have long functioned as racist institutions, 
selecting certain students for upward mobility, and 
certifving that they have accepted approved norms 
of attitude and behavior. Thus, the schools have 
preserved social stratification by limiting upward mo- 
bility. 

T\'pically, students from ethnic groups who find 
the inst tutional cidture of schools alien to their way 
of life clo poorly. Reading and math scores for these 
students are drastically lower than their dominant-cul- 
ture counterparts, and this discrepancy widens as long 
a.s the student stays in school. At the third grade a 
three-year discrepancy appears between the minority 
student and his white counterpart; by the seventh grade 
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it has tv'picalK- grown to five \'ears. This has led to 
"opportniiit\*" classes, tracking, and the inevitable 
stigma of being ciiltnralK' disadxantaged. 

For these students, the \-ears of hinniliation usually 
end in dropping out of school. It is estiniated that 
the dropout rate nationally is between 25 and 30 
percent for all students. Nearly (SO percent of Mexican- 
Americans in Texas and C-^lifornia fail to complete 
high school. More than 60 percent of black Americans 
tail the Selectix'c Service mental test, and the education 
of all Mexican-Americans averages only the eighth 
grade. A similar, if not more tragic, situation exists 
with native Americans. A 1969 report titled Indian 
Education: A Sational Tragedy, A National Challenge 



To a substantial extent, the (jualitx* and effecti\'enrss of 
liulian edneation is a Ws{ of this (i()\'ernnRMit's understand- 
ing and eoi- niitinent. The frw statistics we ha\'e are the 
most eln(ji:ent e\'idrnec' o\ our own tailure: Appn^xinuiteK' 
16. ()()() children are not in school at all; dropout rates are 
tu'ice the national a\era^e; the le\'el of formal education 
is half die national a\'eraj;^e; Indian chddren. more than 
an\' other ^roup. helie\*e tliemse!\'es to he '"hclow average" 
in intelli^^ence; hidiai. children in the twelfth ^rade have 
the poorest self-eoncept ot all minorit\' groups tested; the 
a\eva^e Indian income is S1..50{) — 75 percent helow the 
national a\'era^e; his nnemp!()\*ment rate is 10 times the 
national average, . , , 

Tiiese facts are the cold statistics that illuminate a national 
tragedy and a national disgrace. They demonstrate that the 
*'^^irst American" had become the last .-Xmerican in the 
opportunitv* for emplo\nient. education, a decent income, 
and the chance for a fulfilling and rewarding life. 

In e\er\ real sense, the public schools have not 
w^orled to help assimilate these ethnic youths into 
mainstream America. 

Segregation 

School districts have done more than simply sort, 
certif\, and select. Some have worked actively to 
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segregate the racially and culhiralK iiFFerent in sepa- 
rate schools. Oiih in recent \ears have conrt cases 
exposed the elaborate and complex numenvering 
school districts practiced to keep ethnic stndents 
segregated, nsing facilities, cnrricnlum, and staff of 
si^ziiificantly lower (inality. School districts have 
gerrymandered school honndaries, juggled financial 
reports, tampered with pupil accounting, rerouted 
school huses and even phunied their building pro- 
grams around segregation strategies. Such de jure 
segregation aeti\*ities haxe now* been defined and 
exposed by the courts. But segregationist activities 
ha\e bwn so successful and reflect so vividly the 
prejudices of the dominant culture that the challenge 
of correcting situations found to be illegal has so f; r 
defied most ideas and efforts. Often the solutions have 
l)een just as cruel and far more traumatic than the 
c/ejurc^ segregation. Inevitably, die courts have ordered 
districts to integrate their .schools, often widi sur- 
rounding school districts, through compulsory busing. 
And just as iuevitabh', violence has tragically accom- 
panied forced busing- 

The Search for Solutions 
Hax'ing a monocultural school to serve a pluralistic 
society has created a number of extremely difficult 
problems, \ et few promising proposals have been put 
forward. 

A surxey of professional publications analyzing the 
educaticmal implications of a pluralistic culture offers 
a striking insight. All the writers, especially the ethnic 
ones, write with a frank and passionate zeal when 
enumerating the evils of the melting pot conception 
of public education; yet when they propose solutions, 
most of their recommendations are simplistic. Some 
even suggest that the evils of institutional racism 
cannot be corrected. Others suggest politicizing ethnic 
youth, or developing community control of schools, 
or using ethnic studies and textbooks and employing 
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teachers who are ciilt".'''^"y , lifSista,,^.^. 
soh.tion of forced bii^l'^« ' ^sii'J^' ^^"st recom- 
mended sohitions siinP'^' ^iln '''^■''Vl,tli^'"^^'''oci,ltural, 
sin^c institution of l'"')!^''' ^Ut'^'" ^'^t'ler than 
calling for overall re("'^'^i>ti>" iror/'^^anipi^.^ ^i^.v 
would have Silas Mar^'l'\ ^s:'/'"";] hivmhh 
Man. the chronologic-'' 'lixP'"^'' f th'-' "^'"'M States 
replaced with Afro-A'^^^'^-kv^^^J /' ,rV, '"".P^'rhaps in- 
ch.de famous l^lacks ''^ In.'; S'ly white history. 

They would replace o'^^^ co, typ.c^^^^tbook o,- teacher 
with another ethnic cc'^rs^^ . .ok' '"i ^'"''^^''^er. Few 
have recommended di^''^''-^il:\..^'^^''' ,fric\''^'^" and offer- 
ing freedom of choice '^^^ .s^;/"K ^"^ c'^"'^'^" Problems. 
The approach that is ^'f linj;''^'"'' u^n^'^' '^'^^1 acclaim, 
nameh , ge.u-rati.ig tri''v pK^ acceP ea"^"'^V"^'al insti- 
tutions, offers an imP^rt^^^ [ahst j^^,pe for ^^,,^,j,^g 

problems arising from '"^tih, i raC^^''^- 

While it is o„lv a be^i";ni,^ >tionai^^j ^^ward develop- 
ing and legitimizing l^V»^\\p' f. ,,an<^"'"^^''^ opportu- 
nities is clear. It ca'^^^^ if\ ficd ^^^^^'^^ public 
education through the' ^J^^v^j'tlent. ^f /dteruative op- 
tional programs and wrU'^' ^"^•liools, com- 
munity controlled scli«"l.s; ' '7' .hn'^ 'Studies. It is 
still too soon to forecast . and e^^ the full impact 
of these developments, ^^'^'^"''^^ ^^'^ost <^'onim unities 
hnvc not yet incorporflt^.^^lv,'^"'''; ..^e ^"^'"'^•^'Pts. Those 
who have experimented! '^^^/^^ ^^..^lly,.'^""^' so witn 
onlv a few small programs. t>'P' lur^li^tic ideas are 
still politicallv unaccePtahi^"'llt^ PvO^'^'^;^''- Plan, for 
example, while attraC't'ng '^^^ention, has 
been tried in onlv on^'-'p'-'^^ fittri^l United 
States (Alum Rock, ^^''f"C\'^' ' j t^^'^e onlv on a 
limited scale. ^^^a) an 

Still, from a dozen niaj^,^ | districts a clear 

conception emerges r ,eri^^ Pluralistic 

education might bring ^ t.'^' . ' lat'""'' ^^cause of 
American tradition, it ^^^t. ?!\o c^'u^P^"alize an 
educational process a^'^^^f&.!^"'\ion ^^^""e learning 
is not limited to a sf^gle f^^'^at^ro^''^'^ organized 
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with twelve grades. But ample evidence suggests that 
coninumities can develop an educational mosaic with 
wide varieties of experiences. Like a complex educa- 
tional matrix, learning options can be organized around 
different subject areas, varied teaching and learning 
styles, and distinct cultural concerns. 

The Emergence of Pluralistic Institutions 

A number of communities now have educational 
programs that encourage and legitimize cultural dif- 
ferences. One of the first to do so was Berkeley, 
California. After a charge that institutional racism in 
the schools had served primarily the white constitu- 
ency, plans were made in Berkeley in 1971 to transform 
the monocultural single high school district into a 
pluralistic institution with more than twenty alterna- 
tive schools. Concluding that racism was evident in 
all institutions of society, it was thought that the most 
obvious and disastrous racismi was found in public 
education. For the first time people and groups com- 
pletely outside education became involved, and a 
philosophy of pluralism began to emerge. In their 
experimental schools education plan the Berkeley 
planners stated: 

The concept of phiralisin is essential for consideration 
as the society grapples with the process of moving from 
an historically racist and exclusive society to a more open, 
inclusive one. The steps along the way have included 
enforced polarization or segregation, support for separate- 
ness in educational organization (as seen in the hand-aid 
intervention programs of the early sixties) and subsequent 
moves toward integration, which in the past have meant 
assimilation or a melting into the dominant culture. No 
more. Today, one by one, all ethnic groups are polarizing 
and are asserting themselves, lashing out against the long- 
standing dominance of the Anglo culture in this society. 
The desire to adapt to living in an overwhelmingly white 
environment is lessening and the interest in working at 
this is also diminishing. 
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Aljuchra, Couinuniicjition Skills, Basic Design, Black 
Scn^inar, Soccer, Modcni and Afro Dance, Math 
Games, Art Workshop, Black Drama, American Folk- 
lore, Creative Writing, Women's Studies, Chess, Mexi- 
can Folk Dance, Music Performance, Spanish, In- 
ternational Cooking, Human Awareness, and Tennis. 

Franklin Multicultural. Franklin grew from com- 
nuniity demands for recognition of the special needs 
of nonwhites. Asians, who reside in a larger number 
in the Franklin-Jefferson area than elsewhere in 
Berkeley, had long asked for a program that dispelled 
stereotypes and brought Asian culture into the curricu- 
lum and eonsciousness of l^oth staff and students. 
Likewise, Ch.canos had long complained that mono- 
linguistic handling of learning left out their SiTanish- 
speaking children. 

Out of these concerns the Franklin alternative school 
was devised. After the first school year (1971-72), the 
bilingual component of the alternative was deleted, 
to be conducted at Franklin by the Bay Area Bilingual 
Education League. This left the Asian cluster of four 
classrooms and a seven-class component working on 
individualized handling of each child's special needs 
and a curriculum that emphasized cultures through 
their respective contributions and history. 

The two schools' components share common fea- 
tures, including: small groups for reading instruction; 
personalized approach to children and their learning 
needs; use of reading tutors; individualized counsel- 
ing; openness to parents; frequent use of multicultural 
materials; many cultural field trips; use of team teach- 
ing and of classroom instructional aides; stress on 
life-related activities such as producing newspapers 
and magazines; building projects; conducting classes 
in local banks, stores, libraries, courts; and creative 
activities such as writing radio programs, movies, and 
dramatic performances. 



107 



Hcplacinv: ilu* Mrltiu^ IV>t 



97 



Voluntary Integration Models 

Recent st^cli^.^s by Junies Coleman have snfifjested 
that forced integration has been largely ineffective 
and that schools integrated by compulsory busing 
quickly become resegregated by population shifts. If 
this conclusion is correct, it creates a difficult vacuum, 
for integiation by forced busing has been the primary 
means of the courts for eliminating segregated schools. 

During the past few } ears, as court-ordered busing 
has unleashed reservoirs of bitterness and violence, 
a few school districts began exploring other methods 
of racial and class integration. One of the most promis- 
ing ideas is voluntary integration by choice. 

St. Paul Learning Centers. In the early 1970s, the 
St. Paul Public Schools created se eral elementary 
and secondary learning centers, seeking to ease segre- 
gation in the district Fermin Alexander, director of 
the Learning Centen; Program, said, 'The emphasis 
of the Learning Centers integration model was on 
providing unique educational experiences which had 
not been available before. The emphasis was not on 
mixing bodies according to some arbitrary formula. 
The emphasis was on quality education available to 
all students in every school/' Assuming that all parents 
wanted quality education for their children, the school 
district :;et out to create learning centers of such high 
quality that students and their parents would be 
anxious to volunteer for this program even though 
the students in the centers would be racially mixed. 

Their organization was unique. Students still at- 
tended their local neighborhood school, but if they 
chose to, they could leave the local school for a half-day 
for short minicourses in the Learning Centers. At the 
end of the first year of operation, 97 percent of the 
elementary school children in the district participated 
voluntarily in the Learning Centers program, accom- 
plishing almost total racial and class integration with 
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'^-^v of the pi*()l)lonis tluU Ii:n-e confronted other school 
^^istricts. St, Paul had developed a formula for mass 
integratioi^'- all students s-. ;M attend their own neigh- 
'^<>rh()()d school and were bused to an integrated 
Pi*ogram v'^^'^nitarily. 

While attending ^ Learning Center, the students are 
a compl^'*^^'')' integrated situation. Each session has 
^^^inorit)' R^^^^ip children, low socioeconomic back- 
S^'ound children, middle-class children, and children 
f^oni affh^^'^^^ homes. The most important feature of 
the program is that these students are enrolled in the 
^'^'nters because the\' want the unicjue learning experi- 
ences that are pro\'ided. The program is completely 
^'^>luntar>'^ — ^^<> one is forced to attend, 

Broicn School; Louisrille. Kentucky. In 1971, an 
^^'ternative public sch()()i was organized in Louisville, 
boused initialb" in a downtown hotel. The 
Krown School ^as composed of grades 3 to 12 and 
attracted students froMi throughout the school di,strict, 
^h)st iinpf>^*^^^^U, the school was designed to be half- 
'^'^^ckand b^^'f-white on the basis of established (luotas, 
An\^ child hi the district could choose to attend tlie 
J^i*o\vn School as long as there was a vacancy in the 
^M^propriate racial cjuota. Thus, the Brown School was 

niulticult^ra! school integrated by free choice. 

The Bro^^'n School has become a model for school 
^listricts throughout the country in teaching effee- 
^'^X'ness, curricuhnn, and iniiv)vative programs. The 
'"^ehool has dex'eloped a comprehensive program for 
^lealing ^vith cultural awareness and racial conflicts 
between students, 

During the 1974-75 school \'ear, the federal courts 
found the ^^rea to be practicing de jure segregation 
^^nd cJered the Jefferson County Schools and the 
Louisville Public Schools to integrate; cohipuh>ory 
'^nsing was to be the means to bring about integrated 
^'^'ucation- Federal officials vvere perplexed about a 
•"^ehool already integrated without compulsion. Initial- 

the deci-s'-on was simply to closv* the Brown School. 
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Finally, as a tribute to this creative program, the Brown 
School continued to operate the program of voluntary 
integration while the two districts were integratii;g 
by compulsory busing. 

Private Free Schools 

A classic example of the conflict between public 
schools and black communities is found in Boston, 
Jonathan Kozol described this situation in his popular 
books. Death at an Early Age und Free Schools. Kozol 
was fired from the Boston Public Schools for using 
the writings of Langston Hughes, the black poet, in 
his literature classes. Although the black students 
^'turned on" to learning for the first time with black 
literature, he discovered that the material he was using 
was not on the acceptable list and he \vas ordered 
not to use it in his classes. 

After he refused to comply with the school orcU^ 
and was dismissed, Kozol joined with the black com- 
munity to create a private Free School in Boston. Since 
its creation, the Free School has come to be regarded 
as one of the finer examples of a private free school 
operating outside public education. It is deeply com- 
mitted to cultural awareness and understanding and 
to teaching black students the basic skills they need 
to survive in a technological age. The school also works 
to politicize black youth and confront them with the 
realities of the white-dominated culture and racist 
institutions. In spite of the difficulties of economic 
survival of schools outside public education, the Bos- 
ton Free School had demonstrated that important 
contributions to the development of pluralistic educa- 
tional opportunities can be made by private schools. 

Unfortunately, free schools outside public education 
have often continued racist educational tendencies. 
Kozol writes with a bitter rage in Free Schools about 
the middle- and upper-class students ''off in the 
Vermont woods" shuttling their hand looms, weaving 
baskets, and making Iroquois canoes. He summarizes 

I ** r>, 



UK) 



Alternatives in Education 



his point with cuttiiij? directness: "In my heUef, an 
isohited upper-class Free School for the children of 
the white and rich within a land like the United States 
is a jjreat deal too much like a sand box for the children 
of the SS Guards at Auschwitz." From Kozol's point 
of view, what inner-cit>' youth need is not so much 
freedom', but hard work, drill, dedication, and political 
awareness. With the growing interest in voucher 
education, comnumity-controlled private schools 
could well become an even more important part of 
the pluralistic educational opportunities available in 
communities. 

The Politics of Pluralism 
While increasing evidence shows a trend toward 
phiralistic institutions, ample evidence also indicates 
this trend is not without opposition, especially where 
racial minorities are concerned. Numerous times 
blacks have encountered difficulties in developing 
communitv control of schools and Indians have waged 
battles with the U.S. Bureau of Indian Affairs. The 
difficulties confronted by Mexican-Americans offer a 
vivid example r.i ♦he opposition that minority groups 
ha\ e encountered when they have attempted to diver- 
sif\- public school programs. 

Like the blacks before them, Mexican-Americans 
ba\e made a unified effort in the struggle for social 
justice. The\' have already waged a national boycott 
against Cali'fornia grape producers; they have fought 
for and won departments of Chicano Studies m at 
least a hundred colleges and universities; they have 
gained an Office of Spanish-Speaking Affairs in the 
Department of Health Education, and Welfare; and 
thev have lobbied successfully for a bilingual educa- 
tion act. Perhaps more important, in countless squalid 
barrios scattered throughout the American southwest, 
Mexican-Americans are experiencing a dawning 
awareness of their plight, and with deep conviction 
and determination they have joined the battle in 
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classrooms, school boards, and local elections, 

Carrx iii^ the double affliction of a dark skin and 
a foreign tongue, the Chicano faces mannnoth educa- 
tional obstacles in American schools and universities. 
Unlike the black coninuniity, which has its own 
colleges and a small but solid elite of academicians, 
the Chicano culture lacks an intelligentsia of its own. 
There are no Chicano colleges and few Chicano 
Ph.D/s. As late as 1965, ver\ few Mexican-Americans 
had the Ph.D., and none were in fielci.-. of Chicano 
history, culture, or philosophx. Lacking Chicano 
scholars in these areas, their history has been largely 
unwritten, tlieir literature remains imcompiled, and 
their philosopliy has not been fully developed. Until 
fivex ears ago, no Chicano Studies clepartments existed 
in the Lhiited States and in tlie whole countrx* fewer 
than a half-do/en Chicanos were school superin- 
tendents. Before federal aid programs, few Chicano 
students ev er made it to college. Although more than 
a million Chicanos live in the Los Angeles area alone, 
almost no Chicano students were in California state 
colleges before the ad\*ent of federallx' funded pro- 
grams. 

In public schools, Chicanos have fared no better. 
The 1969 Covernor's report in Texas indicated that 
nearly 80 percent of Mexican-American children who 
started school in first grade failed to graduate from 
high school. In California, the Chicano dropout rate 
is more than eight out of ten, NationalK*, the Chicano 
has an average education of only eighth grade, with 
70 percent failing to graduate from liigh school. 

In California, culturally biased tests used to track 
students have resulted in a large percentage of Chicano 
students being categorized as retarded. While many 
Chicano students relegated to special classes were not 
retarded when they entered those classes, by the time 
the\' dropped out of school, they were, according to 
standard achievement tests. 

Chicanos ha\e not only been forced to study in 
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classes coiuluctcd S()Iel> in lOiiylish, Ivtit often hi^"^'^' 
been punished tor speakinjj; thL'ir nati\'e Spajiish. ^^^^'^^ 
can still see sijius phones in puMie sehoohs sav ing 
"No Spanish calls to home/' thus creating a (litTic'ult 
clileinina for the chihh'en whose parents kno^^' ^^^^ 
I^n.ulish. lll-prepurecl Any;lo teachers, uuhMujliar with 
th.e nuances of the Spanish prommciation, not only 
ha\'e emharrassecl students h\- their inability to P^^^' 
n on nee Spanish names, but ha\e forced Chicano 
students to respond U) An^lo nicknames. 

During the late 19fi()s and eari\' 197()s, Mexican- 
Americans be^an to or^ani/.e and exert political pr^-'S- 
sure on local public schools to di\ersit\- their cnrrieu- 
lum and offer bicultural and bilingual education. One 
of the first areas where this occurred was the (hist>', 
border towns ol soutliern Texas. Tou ns with nanies 
such as Crystal (lit>, Txalde, and C:()tulla erupted 
in open warfare (hiring the earl\- 197()s, 

Crystal Cit>', Texas, is an example. Until 1970, the 
towiTs only claims to fame were that it 1) was halK\'a\' 
to the Mexican border from San .Antonio, Texas', 2) 
was recoy;in/ed as the Spinach (Capital of the woJ'ld 
arid has a statue of Pope\e to pro\e it, and 3) once 
won the Lait^h-ln Show's weekl\ Fickle-Fin^or-ot- 
I'\ite .\war(l. Perhaps more important to the local 
residents is that <S5 percent of the Cr\ stal Cit\' pop^^la- 
iion is Chicano. 

Located in the Hio Craude \"alle>' thirt\' miles trom 
the .Mexican border, C^rwstal Cit>' is the winter lionie 
of a major migrant work force. Owning no hind, ^^ikI 
sta>in<i in Crwstal Cit\' onl>' h)r tho winter months, 
the Chicano has tracbtionallv' lacked residenc>' i*c- 
(|uirements for voting. It was not until the late l96{)s 
that a federal court declared that a nine-montli resi- 
denc>' would suffice for voting rights. To the ruling 
.Anglo minoritw this court order was an ominous 
warning, for it opened the possil)ilit\- that their city 
might be controlled by transients who were only 
periodic \-isitors. It was this court ruhng that set the 
stage for a major confrontation. 
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The public schools in Crvstal Cit\ in 1970 were 
similar to most American schools for Chicaiu) stuclciits. 
Almost all oi the teachers were Anylo, and all classes 
were taught in English. Speaking Spanish was chs- 
coura^ed in the schools, no courses were desij^ned 
for the Chicano major it\', mnl no library hooks focused 
on the Chieano. Evvu th.c historx* courses had only 
passing mention vA the herii i^e and culture of llie 
Chicano. Nonetlielcss, the situations that finally cata- 
K'zed the Chicano \()uth were mucli more trix^al 
concerns. 

In mid-December, 1969, Cr\'stal Cit\ Chicano stu- 
dents took the lead in mobilizing their mnnbers for 
political acti\*ism. Disgusted with school regulations 
designed to enhance the few Anglos in the schools, 
Chicano students led a walk-out, followed b\* a school 
boycott so effccti\'c that the entire school cbstrict was 
forced to close ch)wn. The rules that had antagonized 
the students were relati\*cl\' ivuiior compared to the 
total tragedies of their li\'es, bn*: vi> the students the\- 
becaiwe the focus of their frustrations and growing 
an:^vr. Of the high school's si.\ cheerleaders, three 
positions were reserved for Anglos. Also, the home- 
coming (}ueen could onK' be chosen from students 
wliose parents had grachiated from the local school; 
since few Chicanos ever grachiated, the homecoming 
rjueen had traditionally been an Anglo. Viewing these 
rules as the final humiliation, the Chieano students 
WLiIked out of school. 

Discovering that three seats of tlie se\'cn-mcmber 
school board would be up for reelection in March, 
and because one Chicano already held a p()siti()n, the 
commiuiity saw a chance to gain control of the policy- 
making apparatus of the schools. Sparked by this 
opportunity, the students began a comprehensive voter 
registration and voter education drive. The\' enhsted 
three local Chicano candidates, one of whom had been 
denied a teaching job iu the school though he held 
a master's degree. 

The Anglo niinoritv', which had ruh^d for so long, 
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was surprised and frightened by the possibility that 
they might face a reversal of roles. The Anglo schools 
were closed, their teachers were out of work, and the 
threat of a Chicano-doininated school board was im- 
niiiient. One local Anglo teacher said in shocked 
amazement, "Why— the\ 're trying to take ' -er!" Many 
Anglo teachers suddenlx feared they would lose their 
jobs if the Chicanos won the election, and eomniunity 
leaders began forecasting social and economic doom 
if "those stupid people" gained control. Reaction was 
swift and sure. 

On election day, an Anglo rancher was requested 
to move away from the polling area after he aimed 
a rifle at a Chicano candidate, Other ranchers, by 
driving their pick-up trucks almost bumper to bumper 
around the polling area, intimidated Chicano voters. 
Most of the pick-ups had gun racks with rifles over 
their rear windows. Finally, the Chicano called upon 
the Texas Rangers as an uneasy ally to force the Anglos 
to cease heckling and frightening potential voters. 
Other Anglo ranchers sat across from the polling area 
with voter registration lists checking off the names 
of each Chicano who entered to vote. Throughout the 
election dav, the wife of onv candidate received tele- 
phone threats against her«':Ii' and her children. 

That night, as the eleciion returns began to^ come 
in, it was apparent that the Chicano "children's cru- 
sade" was proving successful. Next morning, even 
though the Anglo judge refused to swear them in, 
the Crvstal City School Board was composed of four 
Chicanos and three Anglos. For the oppressed majority, 
it was an important moment, both for Crystal City 
and the Chicano movement. In the five years since 
1970, bilingual and bicultural teachers and curriculum 
have' become a way of life in Crystal City. The 
edu: itional program has been diversified to reflect 
mo, ., adequately the pluralistic composition of the 
community, and both Anglos and Chicanos have a 
more realistic, enriched learning experience. The pre- 
vious uniform school program has given way to a 
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more complex set of learning opportunities. 

This educational revolution that began in Crystal 
City has spread across the southwest to Cotulhi, 
Uvalde, and San Antonio. Similar educational reforms 
are under way throughout the west and southwest 
where public schools are giving up their models of 
assimilation and beginning to develop pluralistic pro- 
grams emphasizing and encouraging cultural diversity. 
Particularly vital, these schools are developing the 
most important option of all — the opportunity to learn 
in one's own language and in an educational setting 
that reinforces one's own cultural background. 

Conclusion 

Crystal City dramatizes the turbulence of transitions 
that attempt to eliminate institutional racism from 
school districts. Such transitions are never easy. They 
are too often accompanied by conflict and bitterness. 
But school districts are being changed. They are slowly 
yielding to community control and participation: eth- 
nic studies, bilingual programs, voluntary and com- 
pulsory racial integration, and a growing variety of 
multicultural concerns. All this, of course, is only a 
beginning, but it is a significant start. 

The development of pluralistic school districts and 
the creation of alternative school programs appears 
to have played an important role in this beginning. 
The alternative movement has helped to legitimize 
and popularize pluralistic educational programs and 
provide a useful strategy for reforming school districts. 
Evidence suggests that the creation of a small multi- 
cultural school, a magnet school, or even a bilingui^l 
program provides a manageable and acceptable first 
step toward educational pluralism. As these small 
programs are carefully evaluated and their effec- 
tiveness demonstrated, they hold promise of becoming 
models for more widespread educational diversity. In 
Berkeley, St. Paul, Louisville, Boston, and Crystal City 
pioneer efforts are under way that could well dispel 
the myth of the melting pot. 
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Should schools respond tK g needs of 

children, or should c'h' dr ' l^arni ^.^^i to the 
expectations of schools ^'t^e coni f learning? 
This question makes some P^'iii JP^^^^n^ '^'^^''lers 
uncomfortable and defensive, ^pals a t. 

truth is that the standard ""^^ ef^^S^tively 

meeting the needs of some ^^^^(\^ j yo"th, and 
something can be done ab()i»* tpi.^^" an 

Historically, the function tK ^j-ic-a'^ school 
was to provide one type of le^Viint; ^,ieO^^~~^Ook 
learning, both as necessary to btej> expef^ citi^e'iship 
and as preparation for furthef '^'^'ho^J^y vV^s ^'ways 
recognized that many studei^^^fati'^J'S- ugt^em fro,^^ 
the academic program of the J^^hocii^a to expected 
these students to leave sch^'^' J- ^oc hnd re- 
sponsible jobs. Thus a secoii^ f^ ly an^^ ^ohool 
has alv^ays been to sort out tho^^ vv^^'^tion ^ ^ t benefit 
from further academic learnii?g' r^5^ ^^^oui Prepar- 
ing an academic elite for bighe/aining But in 
a recent and dramatic turnab^'"*, ^'^Pects 
the schools to provide univer-^al ^^'-^^V a"a sec- 
ondary education for all stuc}f"ts, ,,g those the 
schools were designed to ^'"^in., "i^his ^ ''eal 
challenge. ' 

Children learn in differeJi* \v^^ ditferent 
times, and a single child iti^>' Isa''" ^"'^va^^ ^^^s 
at different stages of development. ^oS^ educa- 

tors and the public would accept tk^^'^^^ assertions, 
their implication is disturbing- ^^o^ ^se tv^ j-s schools 
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ha\*e l)een attempting the ii^iipossihle — to teach every 
child ill the same \va\* at the same time. What has 
been done in schools is inconsistent with the l^eliefs 
al:)()ut learning. The reason is ()l)vious. The traditional 
pattern of organization in the schools with all eight- 
>'ear-olds assigned to one classroom was established 
many years l:)ef()re there was a psychology of learning. 

If psychologists agreed on a single theory of learning, 
it might he poss\h\e to restructure schools to provide 
learning experiences that were congruent with this 
theory, but the\' don't. Several conflicting theories of 
learning, each of which influences instruction in 
chffereiit directions and suggests a particular alterna- 
tive school, exist today: the behaviorism of B. F. Skin- 
ner, the cognitive development theory of Bruner and 
Piaget, and the humanistic psycholog\ of Maslow, 
Hogers, and Combs, to mention three that seem to 
l)e conspicuously influential. 

Much of what is known today al)out the human 
l)rain has been learned in the past few decades. It 
is doubtful that an\' existing theories of learning will 
suffice as knowledge of the l)rain's function and 
development increases. The present educational sys- 
tem may fail to develop the creative potential of the 
individual at the very time when it is recognized as 
society's most valuable resource. 

Chapter 1 stated that the majority of children and 
youth are deprived of equal educational opportunity 
when the\' are assigned without choice to a standard 
public school. Equality of educational opportunity 
would require varied learning environments to meet 
the needs of diffferent students. Our present knowl- 
edge is iiiadecjuate to create an array of learning en- 
vironments to meet the needs of all children and 
youth. The development of optional alternative public 
schools is one step toward providing schools that will 
be responsive to the needs of more students. 

Before providing equal educational opportunities 
for all students, educators will have to find out more 
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about the learning;;^fcls of studef , ^nd the re^f^^ 
ships betwe^,^ ,e,r"Jng ^^^.j^^ ^^.^d learni,,g e^^2> 
nieiits- iney |> have to 

dispel current ' "^h, 

about schooling an^' ^^■^Tni,,^_ 

Learning Styl^\ U^rning Environm^^*' 

The '^^'acle,,,i,all>' talented vvere previously ^^^^^ 
by James B. Qoir^^^l^ t p l5 Pf^S^^nt i, J^b^^J^ k 
aptitude Whether ^^ey ^ ^^.^Hed the acad^^f^lv 
talented, the cog'^'^'^lv comP^'^^'^^' High ffj^^^K 
ers, or ]Ust the students "^^••dental- ^'l ' 

the group that d^^V^^'ell -^^ jj.e conventional ^^O) 
curricuhun. ^^^.^y rro,,^ ^^.^ g^^,up wiH ^'^ 
graduates. 

What are the <it^'^ing 85 P^^"* ^-alled?,; % 
teachers an,,^,, Cn^i^'esHon, they frequently Vi,^ 
disparaging ^ ^^5 ^eserjL this large g^^p, ^J^i^k 
makes up the'bullf /he- ' ^^.dents. Sc^ls <^V,^ 
larly secondary sc}}^,^^ have foc^-*^^^ a cur^f.^n^ 
for the acade Jicall^i alented student so l^^g th^\Sl 
have not eve^ ^de^f^^d the najonty of th! st^f,^^,^ 
much less analV^^V^^ir learning styles The 'f'M 
is unequal ^^U^ny ^^[^%^ majority ".f st^'^^-^t 
because they';^:^ ^^K,^^-adei^ically,t^lented, ^.^^ 

Most con,p^^j,,r.siVe ^ j^^^ls provide a 
courseof studies >cational ^l^^^^rn for ^t-^f 
who are not coIl!;S Snd. But t^e. majority .VH, 
course work reqin^f .^or the students m either 0^ '^^^ 
programs is ^..u ^'-''^'^en^j 

This does^ not "^^^n o„ly the acade'^''^^^llv 

talented are prTff':tV^o4^ hool- ^^cleed ^^anj-^^ 

haveacaden,i^.t3l^^t^re^ -^^^^ingwellineonvf^^^l 

schools, and so^^' >ith great acaden^ic tale/*^ 
among the niilli^^^^op^^S ^^^^aily. ^ tlj^ t 

15 percent ^j^^ < vx\"^demically ^^^nted an^„^^^. 

dem.cally motivat^f^^^ho p,„f it most fron, c^nv^^ 

tiona school ^ut^^f^^. ^ manyf Her studen 

may lack acadei^'^, ^^le. "b,,t Have ^ I'^io 

motivation ,ff, b^^ef^^ b ^^^^ e ,de^ ^ 
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TK ' \ th^ I matching -y^^ch ^^^ot ^ubj^^^^g 

f WLyf li"^^ -style and ^'^^''^e a^^^^^'^^ 
'^rSdy^ to ^ ^^V. Convent' s.i^^^is 

I^u?>c-^^'^' than te f,t D.v,, ^ ^..^^ 

y'''f/^^"P^^^ tile 1 Ki^l level ui^"^ 
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nicnt, usin^ two altcrnatixc pul)lic schools in the same 
coinimiuit) in a ''t\\'iiniiii<»; projiram" so that students 
and their (auiihes eonld choose aeeordiii<^ to their 
needs or learning st\ les. 

Hunt speeiHed tour '\iecessihilit\' eharaeteristies" 
of students to eoorcUnate with educational cnxiron- 
ments: co^i^nitixe orientation, motivational orientation, 
\alue orientation, and sensory orientation. His work 
is the first to deal realisticalK with the comp'^'-'^itN' 
of learuer~en\ ironment interaction. This model will 
provide a xalnahle ^nide for anal\/.in^ the match 
hetween learners and \ arious alternatixe learning en- 
\'ironmeMts. 

Success in Alternative Schools 

I^ohert V\/./.cU, chrector of the Action Learning 
Center in \iles Township, Illinois, reported in 1975 
the characteristics of students who were succeeding 
in coiuentional and alternatix e hi<^h schools as a basis 
for matching learners with schools. He explored three 
areas: personal characteristics, academic charac- 
teristics, and external influences. Academic charac- 
teristics include innate characteristics, academic self- 
concept, learning st\le preferences, time structure 
preferences, and interests. B\ comparing profiles of 
successful and unsuccessful students in a school, 
critical chfferences hetween these {jjroups were disco\'- 
ered and the implications for matchin^j; analyzed. 

He found fift\' \*arial)les related to success in school 
and made a startlin^j; generalization: Often charac- 
teristics associated with success in one school are 
associated with failure in another. If Fizzell is right, 
here is strong proof that e(iuality of educational oppor- 
tunity within one school is an impossibility. 

On the basis of personality profiles, Fizzell general- 
ized that the student who was average or mid-range 
on most personalit}' \'ariables would progress well in 
the standard school. The student who deviated on 
personalit\* v ariables and had a "distinctive" personal- 
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it\' would do better in an alternatixc school. 

He also snj^j^ested \va\'S ceitain alteniatixx* schools 
vvere matching the learninj^ needs oF students with 
certain nieasurahle characteristics. F'or example, lie 
suggested that open secondar\' schools "serve students 
wh(^ are academically motix'ated but frustrated by- 
traditional structures.'' 

Fizzell als(> identified the "loners/' students wlio 
were not peer-oriented hut who sought in\'ol\'ement 
in the adult world. These students cHd well in an 
action learning program that involved tl' n in 
independent projects or work in the commu; ^y. He 
also identified students '.vho had done pcoorly in botli 
the regular and the alternative schools. This justified 
his conclusion that "one alternative is not enough." 

Fi/./.c!l has also described other t\'pes of students 
and groups ot students that lie found in o(:)ser\^ing 
alternatix'e schools. His descriptions parallel those of 
Cusick, who in 1973 described student groups within 
the conventional high school. More research on sub- 
groups of students within standard'^and alternative 
schools is needed to guide the ^-rt ;ti(on of etfectixe 
altcrnatix e learning enx ironments. 

In 1972 Sherman, Zuckerman, and Sostek explored 
the background and behavior of the anti-achiever and 
reported, "Tlie most serious form of underachieve- 
ment — the neurotic refusal to achieve — appears to 
]ia\-e become more pre\-alent." At their Center for 
Alternative E(Uication in Boston, a postsecondary pro- 
gram lias been dex'eloped to meet the needs of the 
anti-achie\-er. 

Reeves did a stud\' in 1975 of disaffiliated students 
or dropouts in Grand Rapids. This study shows that 
90 percent of the disaffiliated students want to return 
to school if tlie learning environment can be modified 
to meet their needs. 

At present little is knowMi about tlie relationship 
between creativity and either regular or alternative 
learning environments. Some believe the environment 
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of the standard school stifles cr^n\tivity. Samples made 
a stronji rase in a 1967 article that creati\-it\' was a 
severe handicap for the student in the conventional 
curriculmn. 

The relationship hetween hv peractive students and 
alternative learning en\'ironinents needs immediate 
attention. Estimates of the number of elementary 
school children on drugs prescribed to control 
hyperactivitx' in the classroom vary from one million 
to six million. Schrag and Divoky reported in 1975 
that this type of behavior control was affecting "pri> 
marily white, middle-class children." In one instance 
two parents, unwilling to submit their child to the 
drugs, re(iuested that she be assigned to an alternative 
elementary program. In the altermitive program, an 
environmental school with much outdoor activity and 
projects instead of academic work, the girl showed 
no signs of hyperactivity. Instead, she was quiet and 
cooperative and displayed a high degree of artistic 
talent that she had not previously displayed in the 
conventional classroom. While this single case does 
not allow a generalization, it does suggest the need 
for exploring alternative learning environments for 
students who are hyperactive in conventional class- 
rooms. 

The Learning Needs of All Students 

The relationship between the development of edu- 
cational alternatives and the currently unmet learning 
needs of all students should also be given a high 
priority in the immediate future. The traditional func- 
tion of schools was narrowly confined to one area — 
academic or cognitive development. Research on the 
human brain in the past thirty years has drastically 
altered the scientific view of the brain and its functions. 
Education and educational psychology still operate 
today under older doctrines that this research makes 
obsolete. 

Roger W. Sperry, in a 1975 article summarizing 
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|jj Al^<^'riiatives i" Education 

^^^.^nt br^j^^ j^^e^^^^^ <>ffers thret; conclusions: 

^' dei^^'K in^l*^K^"?l '^fain ruly unique. The 
'.m. and 1^'" , .'"clividuality each of us carries 
?hn i,i l^*' • . probably make 

diffef^"^"^'^ •'^^'^n in f'^eial features or in 
rn,^i%rint patterns relatively simple and 

^- LJ^^f edi'^^^u^".^^ system and modern society 
ini, ^Uv (^•*'^, ^ery heavy emphasis on com- 
Rs '^K'ation ^"f ^arlv training in the Three 
^^iscrii^*"^ ' against one half of the brain, 
iriv; oiii" present sohool system, the attention 
min'^ to tl^^ """T hemisphere of the brain is 
thf. i^^al cO^^"^^^ , ^^ith the training lavished on 

. On^ft or ni^J^^' J^eniisphere. 

of ^'f 'th^ "^^'^^ '""'Portant things to come out 
(rre^^^■ bra*" researcl^ j„ recent years ... is a 
its ^ ^H- ch^^^u ^ the conscious mind and 

nrf^I^'lation mechanism. The new inter- 

hr?^}tion '^^^'"'iiulation, involves a direct 
a!^^ With l«"^-estabii,i,ed materialistic and be- 
ev Vistit.-t^"''''"^.. . .This swing in psycholo- 
al'i<?^d nei»''''''^5'^"^^ away from hardcore materi- 
•ic an(J ",'^^ism toward a new, more 
' brand of ,.,^entalism tends now to 

SOI ^^^^ to t^f. •'^^'."^'^tifi^. iniage of human nature 
tic^^^' <>f tli^ cligmty, freedom, and other humanis- 
fl-,..'}^tril)iit^^ ^^'"'i'^h it bad been deprived by 

tw^S!'^'* thir^ ^^iggests a move away from 

b^^' Psy^#^' psychology that still domi- 
n^^^ogy t '^^Is^^ '"ai„,tream of educational psy- 

' ^ha>'''t%f J"^" ^>§et, the Swiss psychologist 
<^KhiU h^eni^^"'^^ '"^g the cognitive development 
0^ rTr^r^ iot '"^"y .>'ears, has been the object of 
i^'^^ced o>nt i^*f ^ .u^l education in this country, 
^^^ed oi^ i^Ys^ork with Pi^g^^^ Hans Furth suggested 
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in 1970 that schools needed to develop co^nitix c rather 
than rea(hii^ skills in the earl\' \'ears. Fnrth sa\'s he 
fears that the \va>'s early reading is currently taught 
can be harniful to the cognitive de\'eh)pinent of the 
child. 

The issue here is not whether Forth is ri^ht about 
the possible harmful effects of the present approach, 
but whether schools that concentrate on such a narrow 
range of mental dexel opine nt can continue to he 
supported at the expense of other areas. Many parents 
are coneerned al)0»^Jt the moral, aesthetic, and aftectix e 
dexelopnient of their children. These areas now get 
onI\' ininor attention, if any, in conxentional schools. 

''Although chihhen are whole people — full of fanta- 
sies, iioaginatiou, artistic capacities, physical grace, 
social ii»<-'liuations, cooperation, initiati\'e, industr\', 
loxe, and joy — the overt, and abox'c all, the covert 
structure of onr system of preschooling and schooling 
largely ignores these other human potentials to con- 
centrate on cultiv'ating a narrow form of intellect," 
sa> s Kenneth Kenniston, chairman of the Carnegie 
Council on (;;hildren. **Our inordinate preoccupation 
witli iiitellectual devel;-;ment and our presumption 
that it ean be haudiK* measured ha\'e not only short- 
changed the general population of children in our 
schools but ha\'e also tended to hamper such efforts 
as we ha\'e made to give special help to those children 
needing it most.'' 

But i^ all students need more effective programs, 
what role do alternatives play? In the past decade 
it appeared that it is difficult to change the schools 
to fit all students, since many students and their 
families are satisfied with comx'ntional programs and 
resist ebang^s. Nevertheless, alternatives can become 
laboratories for pioneering more effective programs. 
Because the alternatives are av ailable by choice, only 
those families who want or expect changes will choose 
them. If and when the alternatives develop more 
effective programs that would benefit more students, 
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it will he much easier to move such programs into 
the other schools. In fact, when parents of children 
in conventional schools know that alternative schools 
have more effectiv e prot^jranis, the\' will insist on these 
pr()<jrams for their children, too. 

Myths About Learning 

''The principal caine over to our house and told us that 
we sliouldn't let Junior (Willie) play hasehall because 
education was ^oin^ to he more important for him in the 
future than hasehall/* Willie Mays' sister said in a TV 
iuter\iew. 

To develop more effective learning alternatives, com- 
mon myths ahout schooling and learning will have 
to be recognized and rejected, including the following: 

1. "Learning eciuals schoolin.'^ and learning doesn't 
occur outside of schools." A high school teacher 
suggested to his principal that some students should 
have the opportunity t(^ plan and build a house for 
credit. This had already been done in several other 
communities. The principal responded, '*If you give 
them a choice between building and learning, they 
will all choose building." This illustrates the tendency 
of many today, including educators, to equate learning 
with schooling or with academic classroom work. This 
is a sericnis barrier. A much broader and more accurate 
definition of learning will neeil to be developed for 
the schools' clientele. 

2. "Today's work force demands a large number 
of academically trained people." Havighurst reported 
in 1975, *The Department of Labor states that only 
about 20 percent of the positions in the working force 
reciuire as much as high school graduation. Thus the 
high school and the community college have perforce 
become custodial institutions for a substantial propor- 
tion of their students." 

3. 'Those who stay in school will get better jobs 
than those who drop out." In a feature article on 
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nonforinal education, Thomas LaBcllc and Robert 
Verliiiie state, "Investigations in the L'nited States iuive 
(leteriniiied that ^rachiates of vocational programs are 
no more likeK to be eniploxed than are hin;h school 
dropouts/' At least one stucK" indicates that dropouts 
are more likcl\- to be eniph)ycd that hin;h school 
graduates who cbd not attend college. 

4. "Conventional schools hax'c considerable dixer- 
sity — both in their instructional programs and in their 
ef[ecti\-eness." Goodlad and Klein sa\' of their study 
of elementarx schools in 1970: "Our stud\- rexeals 
sharpK- that almost all of the schools we obserxed 
pursued a comse of bland uniformitx* regardless of 
pupil population and school setting." 

5. 'The maj{)rit\- of high school grachiates enter 
college." lu)Y[y percent of the males and 46 percent 
of the females in the class of 1975 plaimed to enter 
college. Another 5 percent of the males and 4 percent 
of the females planned to attend vocational schools. 
More than one million students drop out before high 
school graduation. This, added to the figures above, 
would indicate that approximately one-third of the 
age group plans to enter college today. Of course, 
not all who plan to, do so. ApproximateK' one-fourth 
of the age group enter college the first fall after high 
school graduation. 

6. "The schools are effect ivel\' meeting the needs 
of white, middle-class students." William Hohwer 
reported that 33 percent of white students from mid- 
dle-class families are not attaining success in school. 

An Agenda for Today 
E. J. Duffy, principal of Glenbrook North High 
Scho()l in Northl^rook, Illinois, suggested in 1974 
toda> 's most crucial educational poblems: 

L Too many students are not motivated to learn. 
2. Too ma ly students lack the basic learning tools 
necessarx- for becoming lifelong learners. 
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3. Each studcMit possesses a uni<iuc It'aininji; style, 

\ct is rc(iuirc(l to adapt to \vluitc\'cr st\lc the 

school imposes. 
I. \h)st students lack a personal relationship with 

the teacher as a liuinan heinfi;. 
5. Traditional stal'tiiifi; arranf^enients impede efti- 

ciene\' in most indi\idnali/.ed educational pro- 

{^ranis. 

H. LearniufZ strenj^^tlis and weaknesses in the abilities 
of students are not identified or properly ntili/.ed 
when the\- are diagnosed. 

The conmnniity should consider creatiufj; alterna- 
ti\es to respond to these crucial learning problems. 
As alternati\ es dex elop within a community, important 
issues about learning will recjuirc further exploration 
and anal\ sis: Do alternatix es respond more effectively 
to the learning needs of students? Which alternatives 
are for which students? Ih)w is the student's learning 
stvle diagnosed? Does a student luu'e ouK* one learning 
stvlo, or are there different stx'les for different subjects? 
Does learning st>le change with time or with stages 
of development? How are learni ng styles matched with 
teaching stvles? What are the relationships between 
school structure, teaching style, and learning style? 
What are the relationships among intellectual aptitude, 
learning st\-les, and moti\'ational differences? 

We must seek answers to these (jiicstions and many, 
man\' niore. 
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The Importance of Choice 

ill the past ten years have echicators begun 



to reuh/e the critical importance of affecti\e 



growth. It has become increasingl\' clear that 
what a student thinks of the learning environment 
may ])e as important, if not more so, than what is 
cognitively gained from a given learning experience. 
The implication is that the attention paid to how people 
feel about their learning experience is just as important 
as that paid to cognitive growth and development in 
all content areas. Business and industry have recog- 
nized this condition for years. The higher the level 
of positive feeling, the better the performance. If 
people have a voice in how, where, what, and when 
they are teaching and learning, their attitudes will 
be more positive. At present, students and teachers 
in many, but not all, alternative schools have more 
choices about their educational experiences. This 
choice both aids the learning process psychologically 
and eases the crucial matching of teaching and learning 
styles. 

A second reason that choice in education is important 
is that the corresponding responsibility or accounta- 
bility for a given choice is shifted from the institution 
to the teacher or student or both. Because teachers 
and students have selected and agreed on objectives, 
one can no longer blame the other or the system for 
imposing an unwanted or undesirable structure. 
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Through this coininitincnl, tcuclicr and student nuiy 
assunit' increased rcspovisihilitx' for their own activi- 
ties. Ad(htionall\\ people who choose to participate 
haw a p-cater chance of success in ai; acti\ it\'. What 
is tlevastatin^ for either a teacher or student is to l)c 
led into thinking that a gi\'en experience is hest suited 
to their needs when they actually know the\' are being 
manipulated. 

11iircK a new relationship between teacher, student, 
and parents lornis a partnership in teaching and 
learning. \^)luntary because all parties were involved 
in choosing, this partnership can develop mutual trust 
and respect, creating au effect of sharing and caring. 
A cooperatix e attitude and relationship nia>' permeate 
tlie teaching/ learning process. 

KinalK , the concept of choice is conimensuratc not 
onK' with democratic expectations hut also witli the 
real world that students are preparing to enter. Rather 
than preparing for it, students experience the real world 
within tlieir schools. 

Obviously, problems within the school setting are 
looked at differently because their resolution involves 
all parties. Greater loyalty is a characteristic surfacing 
in many optional alternative public schools. Self-ex- 
amination and constant criticiue rather than criticism 
become tools and tecbni(iues thvJ both students and 
teachers learn to respect and utilize. 

Something is psychologically significant about the 
si/e of a school population. Studies indicate that the 
smaller the school unit, the more humane it tends 
to become. Tbis does not mean that tutorial programs 
or one-to-one relationships are the best circumstances 
tor teaching and learning. Howxn^er, a school of 750 
students is likely to have a more humane environment 
or feeling than a school of 3,000. The larger the school, 
the more bureaucratic it becomes, th^ more controls 
are needed, and the greater the structure, increasing 
the number of constraints. In short, humaneness comes 
closer to being reality in schools of choice than in 
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schools where no choice is avaiUible for cither students 
or teachers. 

Some exideiice shows that a higher proportion of 
students in optional alternatix e puhlic schools contin- 
ue lonj^er with formal education than students in 
traditional schools. Fre(iuently, this act of choice 
iniproxes self-concept. Teachers and students in op- 
tional alternative puhhc schools are heginning to 
realize the relationsliip between choice and learning. 
For example, Parkwax' in Philadelphia and Metro in 
Chicago, two alternatixe schools where students have 
main' choices, send a hig!:er proportion of their gradu- 
ates to college than the f)ther url)an high schools in 
Philadelphia and Chicago. 

Interestingly, the psychological aspect of choice has 
contributed to lower rates o^' ahsentecism, fewer disci- 
pline problems, decreased truancy, and less vandalism, 
according to reports from several alternative public 
schools. 

Too Much Choice? 

Some critics argue that too many choices already 
exist and that a standardized, if not basic, educational 
sx.^tem should be restored. As long as choices are 
av lilabie, it is acceptable, even desirable, to have some 
schools designed by choice for those who wish to 
hyxve the basics emphasized. That choice clearly ought 
to be available in communities where such a need 
is rticulated. 

.More practically, having too much choice can expose 
people to a variety of choices they know little about. 
Pcor or incorrect decisions are generally made in one 
ot two wa\'s: first, people have inaccurate information 
or have misinterpreted information about an area of 
ci.oicj, and second, they have too little information 
upon which to make a judgment. Still another concern 
is that expanded choices cause people to pick randomly 
rather than carefully sciect an educational program. 

Other dangers are inherent in making choices a 
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\'ial)le basis for creatiiif^ an ochicatioiial sx'steni. Con- 
sider these potential situations: Students who niake 
choices that enable thein to remain at a level of 
producti\'it\' below known capabilities; teachers who 
make choices based on personal bias and prejudice; 
parents who make choices for their youngsters based 
on "Joan did well in the open school, so Connie will, 
too/' and so on. Nonetheless, collectiveK' involving 
parents, teachers, and students in choice ina\' niininiize 
irrational decisions. 

F"'iiiall\*, when can youngsters appropriately partici- 
pate in the choice process? In some minds a six-year- 
old is incapable of making echicational decisions. Some 
parents and teachers are comfortable with the concept 
of structured freedom, in which younger students have 
a few choices about their education, and as they mature, 
the\' are gi\'en more say about their learning environ- 
ment. 

Those who ha\'e a vested interest in whatever choice 
is made include the student, tlie e(iucator, and the 
parent. At some point the parents' influence on deci- 
sions of their youngsters may become tenuous. When 
the student and parent have opposing viewpoints, the 
student's wishes generally will prevail psycholog- 
ically, if in no other way. At this point, which .veil 
ma\' be in the junior high school years, the student's 
power in making the ultimate choice about how he 
or sbe chooses to learn, if choosing to learn at all, 
becomes paramount. 

The Community: A New Responsibility 

Separating the school as an entity from the commu- 
nit\' is neither defensible nor desirable from an educa- 
tional viewpoint. The communit) , including parents, 
is the single most overlooked educational resource. 
The diversity within the community can and must 
be reflected in the schools. Legal and financial respon- 
sibilities for public education lie directly with the 
community through an elected or appointed board of 
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education. The hiisiiioss coinniiiiiitx' employs the 
products of the school and therefore must ha\ e input. 
Above all, the j^raduates of the public schools become 
the citizeiir\' of the comminiit\' without whose bless- 
ings, at least financial, public education will suffer. 
Once students leave school, they become the governing 
l)()dies — the voters and board members. Without a 
global view of the schools' relation to the community, 
public education will continue to suffer through bond 
issue defeats, operating le\'\ defeats, and serious de- 
clines in morale. 

So many complex issues appear within commimities, 
including political cleavages, vested interest groups, 
social cliciues, and a hosi of other concerns, that school 
officials seldom experience long enough tenure on 
the jol) to begiii to deal with the community as a 
power base, educational resource, or copartner in 
building better lives, futures, and values. Only when 
educators become community leaders and the school 
becomes a community interest will educational agen- 
cies and their communities gain the \'alues of a part- 
nership. The optional alternative public schools are 
based largely upon grassroots efforts. Many have been 
fo.uided by parents and community groups. In these 
schools, a truly exciting relationship has taken form, 
but not without new struggles and problems, however. 
Many people, educators and the public alike, agree 
that they are ready to exchange the present set of 
problems for a new set, primarily because the new 
problems are educationally relevant and are affecting 
the lives of people, both in and out of school. 

Just as there are politics of change, so are there 
social and psychological aspects of making school- 
community relations work to the welfare of each. In 
at least two ways alternative school personnel are 
engendering better school-community relations: First, 
school personnel are going out into the communities 
rather than always insisting that people come to the 
school. This is psychologically important, because 
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goinji out of tlie school lessens the dcfciisivcness of 
the educator and enhances therecepti\'it\' of the public. 
Secoiid, the public is being iiu ited to become an active 
participant in the actual learning settings both in and 
out ot school. This means they can become a part 
of the school as aides, resource persons, or observers. 
For the first time in American educational history, 
parents and the public arc beginning to believe they 
are part of the school system. The resulting partnership 
is reported to have considerable effect on school-com- 
munity relations, on teacher morale, on student interest 
and performance, and on broadening the educational 
resources only lightly tapped previously throughout 
the communitx'. 

The political overtone here is one of simple public 
in\'ol\ement. Participation can mean better definition 
ot problems, more open discussions, and keener ap- 
plication of accountability measures. Just as with 
decision making, the broader the case, the greater the 
power, wisdom, and chances for significant impact. 
At the Washington Center in Pasadena, community 
involvement literally saved the school. When the 
commi;nit\' rallied to overcome a financial crisis, the 
result was a stronger partnership and the continuation 
of the optional alternative school. Whenever strong 
bonds have been forged between school and commu- 
nity, problems have become fewer and less severe. 
Reports trom across the country continue to suggest 
that without greater c^ nmunity involvement, public 
education will remain a third-rate priority financially, 
politically, and institutionally. 

Schools Without Choice 

Whether a choice is made about a traditional school 
or some alternative does not matter. What matters is 
that choice exists for every student, teacher, and parent 
in every community. The California state legislature 
in 1975 passed a bill suggesting that the public has 
the right to a variety of educational modes within 
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piil)lic school SN'stcnis to 1)C a\ ailal)lc as needed — cer- 
tainly a nieaniii<j;fiil step toward pro\idiii<^, ediica- 
tioiia'lK', for the diversit\' of socictN'. l.cuislatioii re- 
([iiircs all schools to provide options, and therefore 
no California s\ stem can mandate monolithic educa- 
tional pro<4rams. Once this kind of action is taken, 
attention can he focused on the kinds of choices hest 
suited to each connnnnit) and each indix idnal. If the 
issue is forced, education will become dix'crsified 
through the courts, which is not a pleasant prospect. 
But with the foundation well in place, choice in public 
edncation will become as important as the institution 
itself. Mario Fantini sa\s it this wa\': "Obviously, we 
need a fresb plan for reform— one that brings out 
the best in people; one that brings the parties of interest 
together; {)ne that respects the rights and responsi- 
bilities of each; one tliat is not imposed, does not 
cost more money; one that will increase satisfaction 
among parents, students, and teachers; one that can 
provide (juality education to a diverse population. 
Fortunately, such a reform plan is emerging, which 
is varioush'beingcalled alternative scbools, alternative 
education, options in education, public schools of 
choice. Regardless of its name, the key ingredients 
are optional learning en\ ironments and the right of 
the indiv idual choice for parents, students, and teach- 
ers. 

Education Through Choice 

In several thousand American communities today, 
families and educators have the power of choice in 
public education. The degree to which students, 
parents, and teachers select from differing school 
enviromnents determines whether legitimate alterna- 
tives exist. 

The diversification of education could provide 
structure for an educational system that would be more 
effective and responsive to the expectations and reali- 
ties of contemporary and future societies. By virtue 
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ot choice, rcsp()u.sil)ilit\' shiits ironi the suliool or 
svstcin, whicli is oiten autlioritariaii, to indix ichuils. 

iMu' concept oi choice in a (.Icniocracv' is nuicli more 
crucial than cnrricuhir content. Without choice, cnrric- 
nhini can hecoiiu* static, often irre!e\ant, and tor inan\' 
\'()un<istei's, totallv unacceptahle. But e\en more* 
iniportantiv', it aduUs in a (h'lnocratic societ\* arc 
expected to make wise choices ahout important aspects 
of tlieir h\ t's, childien and vonth must learn to make 
decisions. 

Because ot the encourajiement to share decision 
makin<4 in ahernatixe schools, students experience 
earl\ the need h)r suitahle techni(iues and appropriate 
rationah* tor tlieir jud<^ments. Thv impact of this sin<^le 
aspect oi the aUernatixe school moxement is ()\'er- 
\\'h.chuin<4. T\\d[ so tew achninistrators are winin<^ to 
aHow pa.rticipatiou in real decision makin<^ in their 
schools is uniortnnate it not unacceptahle in 1976. 
Xaturallv', particii)ation is threatenin<^ because the 
power hase is hroadened, sometimes e\'en weakened, 
and the risks hecome e\ en <^reater. The unmistakable 
advantaur, liowex'er, is that deci.sion making is being 
learned ihron^h practice and experience. 

On tlic basis of his experience as the director of 
an ahernative pubbc school, .Allan Glatthorn listed 
these principles tor decision makin<^: 

l\'()pK' Irain as tlioy Tliosc wlio in a ckMii()crac\- 
Irani to operate democratical !>'; tliose wlio in an autoc- 
lacA" Irani to operate antocratically. Insohir as is p()ssil)le, 
schools in a tleniocraey slionid operate cleuiocraticailx'. 

Bonndaries are needed, I'Aery comnuniitv' ot indi\ ichiais, 
inelndin^ seliools. needs limits. In a denioeratic eouinuinit\-, 
tliosc limits slionid he set hy those wlio are part of tliat 
t'oninniaity. 

Leadrrs lead. E\'en in a denioeratie eonnnnnitx', .someone 
is in eliar^e. It s always healthier if people are honest ahout 
tlie anthoritv' tliey {possess and don't play games of partici- 
pation with those who ha\e less authority. 

There is no monopoly on wisdom. Problems are best 
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solved \s'1kmi all compt'tt'ul and ii, farmed people pool tluM'r 
insi^lits. 

Students are people. Like the ivst ot ns. the\- are more 
likel\- to snpport and iniplenieut tliose deeisions in \ hii-li 
tliev lia\ »^' luid a xoiee. 

At least 25 percent of all sehool-aj^e xonth drop 
out of school before <j;raclnati()n. The importance of 
choice to dropouts is ohxious- If tliey are under the 
conipiilsorx' education a<^e, the> are forced back into 
the \'er\' school setting the\' (lr()i)p<-'d out of, and the\' 
drop {)nt a<4ain. If dropoiits can examine alternatixes, 
the likelihood of their ret!n*nin^ to school and remain- 
in<^ there is ^rcatlx' eidianced. In SeaiM(\ for example, 
t\vcnt\-se\en reentry pro<^rains attracted more than 
3,()()(^ students into the sx steni in a sinjjle year. Students 
T-eturned lar<4el\ because they could choose a scIujoI 
program different fr{)m the one the\' had prex iously 
dropped out of. In short, to these students, choice 
can mean the difference l)etx\'een continuing tlieir 
formal education and acceptin^^ a situation that the 
majority in society consider a mark of tailure. 

One pronn'sing aspect of choice as a reform strategx', 
which max* cdlow it to pre\*ail, is perhaps best imder- 
stood from a historical perspecti\'e. Reform .strategies, 
partieidurly those of the I95()s and 196()s, were based 
almost excbisix cK* on imposition andexchided choice. 
Basically, the\' were strategics dex eloped for someone 
else and by someone else without invoK^ng those who 
were to be affected by the reform. These reforms failed 
to produce significant changes in schools. With two 
decades of ecbicationa! reform efforts past, a new 
transitional era, where the inception of choice coidd 
lead to the development of a variety of different 
schools, is emeri;ing. 

So far only a lew systems are attempting to change 
their total structure from comp^dsion to choice. In 
Minneapolis, for example, in the fall of 1976, all 
families of elementary students will have had at least 
four distinctly different types of schools to choose 
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fr<»": . apnr!*^ire Nl''i"';^'l^'''is svstcni of p„hlic ccli.ca- 
tio" '',ssihl >c-liii.^-' '"'"'f'^'-i.sni. the decade cuds, 
it is 1^'' ,ratwi .'>'^">.:f' l^^'- scliocl systems will have 
U^cof\um r, "^-hoic^' ''^^ '^^"V mcai'^ "F making piihlic 
<-"clii^''\that -^''^'ht stratocrv has had die 
'nip'',\,()ls ,^7>teiiti''"- ''■^'■'^•'^ thiou^i'i the development 
^>f st"'^ ehoit'*-'- 

C'''^'|esse,^^^^Hic>P',\\"''-' J-'^'^-isiou making tVecino.itlv 

<^-itt' '^kenerA'^1 <l"' f 1 • ^'^lg"'<-''^^' -^n inadequate 
*>i-\\'f'<(l. 1 ' i-fsiilt '^''•'^">ns wh^'n the masses are 
iiivc'' basis ^He H'f '''^'^'>>'i,s, the will of the people 
tl'^-'^k (le, .^>r a d^'"^"<-''^tio ^vstem of government. 
nV^' w-se.u.^ious bvdit^ people— even on 

rc^\ Thi^'ve h'^'^'p^'^^' peopl^^ can change the 
■•^Nst^"'.s, p^., ^ to "'rl/'^^'^^^'- rapitl and sweeping 
^•hai>^;. i(k>,?!^le Mi"'^^ Involved "n a larger .seale. 
!Simp';iCon,,^ifviiiji " V^'^^'lf illcd need, perhaps ],v 
Usin^^n ol V ^Unitv •'^^"■^■t.v, has fre,juently stimu- 

Uite^' ,twusV'»^'"^-. 'Ihol'.ri"'^' f'^^' alternatixc school 
^H,ac'^'\vid,i '^^oi.^'l^^ '^'-Kelvl>ecau,sc unfnlfilled 
-u-ccl^ jditi,;; the c'"^^" "J^'^V were expressed. 

h''Sa part-^ eriti^'-'' ~ consumption a,s a reason 
to . c(.nsi>->pat(^''.-y, T^'^^n making. That argument 
»s 11"^ bo in7tM,t '"'^'■^^t'^' Pf'-^^'iples, tliough 

>t in'ivU'allv^^^rcntl>,, ^'V^*' P^^^^" '^arn tliat onlv 
indiv' orV ^^nd c-""^;7'''^''y can they tn.lv change, 
'nodi^'^choM^nnn '^"-''^'"^K. The optional alternative 
bubl'^-eoph.'' niov^'''''"' ['^^finitely influencing the 
'■^''^'•'riial n.^^ft' as^^"'''','^' ^^'^Out decision making. 

H St.'" atter '^lock ^"- ^^'^"01 administrators, and for 
that " sof a/^'l '^^^^'I r V V," chrectly related to the 
bolit'^: the >ount^i'^'' • * 'K' svstem and the people 
^>-MH"%'iso u I'tl-iorit^' rl'' assume re.spc.nsibihty. 

^ho;Uato^^i.n>^f.t 'n' ^^'- educating the public 
'^ho^^l\ invit,> (1^"^' i "''^Ssy-^^^"^ is being used, 

•Nhoi''^ them '''' "'^'^Kled in the decision-mak- 



133 



(Choice and Power 



129 



iiig cU^sijln. IiivolviJ^Ji thu public early is a way to 
.yet support aiul interest on important issues. 

Fear and '^ve^■e never clone it that way before," 
alon^ with little oi' no experience often <4et in the 
\va\' of Partieipatory decision iuakin<4. Even more 
unfortunate, these haii<rups all too often become a 
rationale for not reforminjr present practices. It is a 
\ieious circle, aiul imtil that circle is broken, as it 
is beinK l>n)ken in optional alternatix e public schools, 
decision nuikin^\vill continue to reflect anti- American 
ideals and \-alues. 

Power and Education 

AuthoJ'itarian schools somehow diminish the le^iti- 
mac\' of a democratic society. The incongruence be- 
tween a soeiet> based upon choices, freedom, lilx^rty, 
opporlunitx', iiidi\ i<hialit\", opeimess, and justice, and 
a public scliool s\stem where these same elements 
have not existed remains the most crucial problem 
facintj; the schools and the societx' the\' serx'e. 

The development of optional alternative public 
schools has been the oidy sipiificant educational 
movement that has attempted to alijju the systems of 
public schools with two critical elements: the relation- 
ship between schools and a democratic society, and 
the relationship between schools and <^^r()wth, dex'elop- 
ment, and learning. An abundance of literature and 
research indicates that a great distance lies between 
the public schools and knowledge of the learning and 
growth of children and youth. Basic to the optional 
alternative public schools movement is the resolution 
o- these dilemmas and inconsistencies. 

Optional alternative public schools in many parts 
of the countrv ha\"e tackled the issue of representative 
democracy, in St. Paul, Chicago, Madison, Los Ange- 
les, Wichita, and other places, schools have been 
created by desig^^ ^^^^^ intent to work on democratic 
principle's, joint decision making, shared responsi- 
bilities throughout the school program, and built-in 
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accountability make these schools places where stu- 
dents "live" rather than "prepare for life later," A 
"live it and learn it" philosophy permeates not only 
the schools hut also the coninnniities they serve. 

People and Power 

A struggle for power, basic and inherent in life itself, 
is the root of much of the conflict within society, 
and increasingl) , in public education. An effort to 
make a consistent and significant change in public 
education relating to the role of power, audiority, and 
governance in the optional alternative public schools 
is gradually beginning. Perhaps, with present efforts, 
a decade or two will provide ample time to lay a 
foundation upon which to build new and more re- 
sponsive systems of public education. Nevertheless, 
use and misuse of power have invaded the personal 
lives of most Americans, and the schools must accept 
a sizeable responsibility for Uus situation. 

People who do not experience power in some degree 
cannot be competent citizens with the moral and 
ethical ability to make judgments, nor will they posse.ss 
the compas.sion needed to deal with power. By their 
nature, optional alternative public schools can ensure 
opportunities for youth to experience and learn about 
power and politics both individually and collectively. 

Educators have been reluctant to recognize that 
leadership, particularly leadership leading toward 
change or reform, is political. The simple fact is that 
schools are political, and educational reform is a major 
political issue. Perhaps one reason educational change 
and reform have been so slow in coming is the lack 
of appropriate power or political awareness by educa- 
tors. Abilitv to use power effectively has not been 
a strength of public education, though effective educa- 
tional leaders tend to demonstrate characteristics not 
unlike diose exhibited by effective politicians. 
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The Optimism is Real 

The new era of public concern and awareness being 
brought about by optional alternative public schools 
offers educators a new challenge to assume a major 
leadership role. The chance to renew public education, 
perhaps to generate a leadership role in American life 
by influencing public welfare, must not be taken 
lightly. In this effort the optional alternative schools 
have a brief moment to influence public education 
for decades to come. If educators and the public do 
not accept this challenge, then humanity is the loser. 
The isolationism previously known so well in public 
education is ]:)eing abandoned in favor of wider policy, 
operating, and governing responsibilities. The fact 
remains that the optional alternative school movement 
is here to stay, if for no other reason than that success, 
accomplishment, and goodwill are increasingly being 
shared by people who realize that education can be 
the basis for improving society. By 1986, if the present 
trend continues, optional alternative public schools 
will be commonplace, their rationale solid, their 
support substantial. The future is, indeed, in good 
hands. The commitment of youth to new values, to 
new sets of goals and different priorities, can lead 
onK' to a more significant role for education. 
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C C rnriHe dex elopment of public schools of choice 
I is the oiil\' major iiioxeiiieiit in American 
JL education todax/' Mario Fantini said in 
1973. The sij^nificance of the development of alterna- 
tives in public education since 1969 has not yet been 
determined. Neil Postman, writing in 1971, said, **A11 
of the reforms that will take place in 'xlucation in 
the next decade will have theirorigins in the alternative 
school movement.'' Although oased on subjective 
judgment rather than objective evidence, an opinion 
of man\' is that a new movement has been born. Philip 
DeTurk, headmaster of an alternative school in Pasa- 
dena, says, *'Tbe alternatixe school movement contin- 
ues to grow in cosmic dimensions." 

In chapter 2 the enrollment in alternative public 
schools was estimated to be about one million students 
or about 2 percent of the total elementary and secon- 
dary school enrollment today. Half a million more or 
about 1 percent ma\' be involxed in off-campus learn- 
ing alternatives for school credit, excluding voca- 
tional schools and conventional work-study programs. 
In addition, perhaps as many as 25,000 students are 
enrolled in nontraditional, nonpublic schools. In other 
words, the number of students currently involved in 
alternatives is not impressive by itself. However, 
several related developments must be taken into con- 
sideration in assessing the significance of the move- 
ment. These include the widespread public acceptance 
of the alternative schools concept, national reports 
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eiulorsiiiji; the developivieiit of altenuUive schools, the 
role of the altenuiti\es in the reform and renewal of 
education, the relationship hetwecn alternatives and 
racial intej^ration, dcclininji test scores in the hasic 
skills, the increase in v andalism, crime, v iolence, and 
ahsenteeism in the schools, and the (jiiestion of the 
control of pnhlic education. 

Widespread Public Acceptance 
The 1973 Gallup Poll of Attitudes Toward Echication 
inchcatcd that more than 60 percent of the respondents, 
incluchnji 60 percent of the parents and 80 percent 
of the protessional echicators, fax'ored the estahlish- 
nient ol alteniatix'c public schools for ^'students who 
arc not interested in, or are bored with, the usual 
kind of echication." Coniintj; just a few years after 
the mecha had bej^un to notice alternatix'e schools 
(1969-70), tliis is a surprisiiijily strong endorsement. 
By contrast, a ({Uestion in the 1975 poll on open 
education inchcatcd that onl; 27 percent knew what 
"open schools" meant — more than ten xears after the 
term had been well publicized. Barely half of those, 
or 13 percent, approx ed of open education. The 1973 
cpiestion on alternative schools was not repeated in 
snbse([nent polls. One candidate For the ]')residency 
said in 1975 that if eleeted, he would propose an 
amendment to the Constitution guaranteeing e\'ery 
famiK' a choice of schools. 

The F'ord P'oundation report on alternative schools. 
Matter oj Clioicc, in 1974 concluded, "The point has 
been made that alternatix es are necessary and can work 
educationally. Whether they continue and multiply 
now depends more school systems' own initiatives 
than on external assistance." 

An alternati\'e public school administrator in New 
York Cit\', Joe Krevisky, said in the report, "The people 
who created tliis project wanted to see if this kind 
of thing could .vork in the public school system. . . . 
It's caught on enough so that even the most conserva- 
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tive kinds of people are planning alternatives in almost 
every high school in New York City." 

In 1974 New York City was developing an optional 
unzoned school program in elementary, intermediate, 
and junior nigh schools "designed to give parents a 
choice in the kind of schooling that children will 
receive." 

Minneapolis started the Southeast Alternatives pro- 
gram so that parents in one part of the city had a 
choice of four different types of elementary schools. 
This program was so well received that the Board 
of Education voted unanimously to extend these op- 
tions to the rest of the city by 1976. 

Several states have recommended the development 
of alternative public schools. The Illinois State 
Department of Education helped start several alterna- 
tive schools. In 1973 the Citizens Commission on Basic 
Education in Pennsylvania recommended, "Educa- 
tional alternatives should be encouraged within the 
public system as much as possible." 

The California Commission for Reform of Interme- 
diate and Secondary Education (RISE) was charged 
with designing "an educational system that could 
respond continually to changing needs in the next 
quarter century" to chart ways to make schools more 
effective, more enjoyable, and more conducive to a 
continued interest in learning, and to recommend 
immediate and long-range changes to bring about the 
desired results. 

In 1975, the RISE Report was published, and a 
major recommendation was aimed at developing al- 
ternatives in education. "Learners should be able to 
choose from a system of multiple options in programs 
and learning styles" asserted the report. To meet this 
goal,the commission stated that school systems should 
provide a wide variety of options in programs and 
curriculum available to all learners. School systems 
were challenged to develop multiple instructional 
techniques including learning through independent 
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stiuK , in grouixs of \'ar\ iii<i si/e and con lion, and 
in dilFcrcnt locations ontsidc school. . Huniission 
indicated tliat tlic complete ran<i;c of lcarnin<4 ()i:)tions 
a\ailal)lc in a school district should he careful] \' 
coinmunicatetl to and discussed with each learner so 
intellijient decisions could he nuide. Two x ears earlier, 
the Calih)nu'a Teachers Association had i:)assed a 
resohition eudorsinti; alteriuUixe i:)uhlic schools, 

hi 1975 (California heeaine the first state to mandate 
the estahlishmeut ot alteruatixe puhlic schools. The 
Dunlaj) Bill, i:)assed i]) June, 1975, states that any parent 
or guardian ma\' recpiest that a local schv)()l district 
estahlisl) an alternative school prof^ram. The hill de- 
liucs alternati\e schools and authorizes local school 
districts to estahlish and maintain such schools. 

The Meischmaun Kci:)()rt, i:)rodnced in 1972 hy the 
New ^'ork State C'oinmission on the Qualit\', Cost, 
and Financing ot P-llenientar\' and Secondary Educa- 
tion, endorsed alternatix e i:)uhhc schools, sa\'in«i;, *'This 
connnission helie\es that alternatixe t\'pes of puhlic 
education should he a\ aiiahle to students and parents." 
It also said, ''it is clear that sonic students thrive in 
a conxentional school s>stem while others perform 
]:)()orl\. lose interest, and too frecjuently drop out of 
school. . . . To make schools more responsive to the 
connnunities they serve as well as to encourage diver- 
sit >, we i:)ro]:)ose that every New York State school 
(lis-rict I)e<^in to estahlisM a famiK' choice plan/' 

In Octohcr, 1973, the New York State Education 
bepnrtiuent i:)nl)lished Providbig Optional Learning 
Ejiviroiujitnits, which recognized a ^'major movement 
toward alternatixes'' and recommended the develop- 
ment ot options in every communitx'. 

The North Central Association of Colleges and 
Schools in 1972 appointed a task force to formulate 
accreditation standards and procedures for optional 
schools. In 1975 three alternative pul^lic schools were 
approved for memhership under the new Policies and 
Standards for the A])ijroval of Optional Schools and 
Special Fwiction Schools. 
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Educational resuurclicrs l)c<^aii to take an intcMC'st 
in ulternatix'c scliools. ''Socictx' will hv hc'ttcr otf," 
Jolm Pincus oi tliu Hand C'orporation wrote in 1974, 
'*if schools could oUcr more diverse alternatixes in 
respect to both or<4ani/ation ot schools and curricu- 
lum." Christoplier Jeneks, author of a controx ersial 
report on ineciualitx' in education, concluded, ''Our 
concern with makin<4 schools satisKin<^ places tor 
teacliers and chikhen has led us to a concern tor 
di\crsit\' and clioice. 

Professional educators, particularK those who had 
been invoK ed in attempts to reh)riu the schools, were 
the first to see the potential in the alternatixe pu])lic 
schools. Mario Kantiui, who has written extensixcK' 
on puhlic schools of clioice, su<^<^ested in 1974 that 
alternativ e schools were the onl\' wax' to resoKc the 
C()min<^ power stru<^<^le between parents and teachers. 

Gerald Brunetti of (lie l^ni\ersit\ of Minnesota 
c(;ncluded from hi.s observations of the Miimeapolis 
Southeast Alternatives that tlie alternative public 
schools would surv ive because of ''the law oi expecta- 
tions." Brunetti savs, "Once the initial settlin<^-in 
period has occurred, tlierc exists a rchitivelv' stable 
school conununitv' where people basicallv' understand 
the pro<^ram, support it, and have expectations that 
it will continue to operate the wav* it has. Thus, the 
law of expectations acts as a conservative force that 
works, in this case, to maintain the established alterna- 
tive." 

Thus the final test of acceptance for each alternative 
school must be within its own comnnniitv'. In nianv* 
communities the alternative schools are full and have 
waitin<^ lists. Thousands of students applv' each v'car 
for the few hundred openings in alternative schools 
in Philadelphia, Chicago, and St. Paul. 

"There are verv few communities in the En<^lish- 
speaking world where someone is not talking about 
starting and operating an alternative to the present 
publicly .supported schools," Cynthia Parsons of the 
Christian Science Monitor News Service reported in 
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Xovembor, 1974. 'Wrul those wlio do the talking 
general 1\ do not mean a j^rivate, independentl>' finan- 
cial institution. Instead, the\-niean some different kind 
of pnl)licl\' supported school which provides a clear 
alteniatix'c to the otlier pnl)licl\' supported schools in 
town/' 

National Reports Endorse Alternatives 
Since 1970 at least a dozen national reports have 
recommended the dex'clopment of optional public 
schools and tlie creation of uction learning programs. 
The Wliite House Conference on Children in 1970 
called tor ''immediate, massi\'e funding for the devel- 
opment of alternati\'e optional forms of pul^lic educa- 
tion.' The President's Commission on School Finance 
recommended in 1972 that alternative pul)lic schools 
he provided for parents and students. Four recent 
national reports have emphasized the need for alterna- 
tives in secondar\' education. 

The Reform of Secondary Education 

The National Commission on the Reform of Secon- 
dary Education urged in 1973 that each district should 
pro\-ide a I)road range of alternative schools and 
programs, that regulations to prevent racial and socio- 
economic segregation in alternatix'es must be estab- 
lished and enforced, aiid that moI)ilit>' between al- 
ternatives should I)e permitted under controlled 
conditions. 

In general, this report emphasizes the ways alterna- 
tives will complement the conventional secondary 
school. Although not advocating abandonment of the 
traditional high school, it urges recognition for a wide 
variety of available alternatives: **The Commission 
recognizes the historic and significant role the 
comprehensive high school has played in American 
education. However, it believes that the near-monopo- 
1\* of secondary education by that institution, with 
its relatively standardized formats and restricted op- 
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tions, must now give way to a more diversified system 
of alternative sehools and programs." 

Two of the commission's thirty-two recommen- 
dations deal directly with alternatives. Recommen- 
dation 12, Alternative paths to high school completion, 
says, "Individual students must be encouraged to 
assume major responsibility for the determination of 
their educational goals, the development of the learn- 
ing activities to achieve their goals, and the appraisal 
of their progress." The responsibility of the local 
school board in funding alternative programs is cited 
in recommendation 13: "Whenever a student chooses 
an acceptable alternative to A\e comprehensive high 
school, local school board^- should fimd his education 
at the level of current e\pciidHure computed for other 
students." 

The commissit r, said it did not believe that the 
proposed syste'i of alternative "ehools should cost 
much more th ./>. l^-day's conventional schools. "Care- 
ful reallocation ot existing resources, accompanied by 
reappraisal of educational priorities, should pay the 
bills without undue financial dislocations," the com- 
mission said. "Moving from a singular to a plural 
system means a shifting in the educational attitudes 
of everyone, from the classroom teacher to the chief 
school administrator." The commission also recom- 
mended awarding academic credit for accomplish- 
ments outside the building in action or experiential 
learning programs. 

Youth: Transition to Adulthood 

In 1974 the Panel on Youth of the President's Science 
Advisory Committee published its report Youth: 
Transition to Adulthood. This study, which grew out 
concern about the ways in which young people 
ci^v brought into adulthood in the United States, 
focuses on the relationship between schooling and 
the transition to adulthood. With every decade, as the 
labor of children has become unnecessary to society. 
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the length of their schoohiig has increased. ''Every 
society must somehow solve the problem of transform- 
ing children into adults, for its very survival depends 
on that solution/' the report says. **In every society 
there is established some kind of institutional setting 
within which the process of transition is to occur, 
in directions predicated by societal goals and values. 
In our view, the institutional framework for maturation 
in the United States is now in need of serious examina- 
tion. ' 

The report seriously and constructively evaluates 
the appropriateness and the effectiveness of schooling 
in the transition to adulthood. Society has used two 
phases in transition so far: a work phase, in which 
children joined the work force as soon as their physical 
maturity allowed, and a schooling phase, in which 
youth are kept out of the labor force as long as possible. 
The report calls for a third phase that includes school 
but is neither defined by nor limited to schooling. 
''We are proposing the establishment of alternative 
environments for the transition to adulthood, environ- 
ments explicitly designed to develop not only cognitive 
learning but other aspects of maturation as well," it 
states. 

"Alternative Directions for Change,'' the fourth part 
of the report, recommends alternative schools, optional 
learning environments, and action learning programs. 
Rejecting a single standard, the panel says, "Diversity 
and plurality of paths to adulthood are important for 
the youth of any society. " It suggests a broader array 
of settings for learning, both in and out of school, 
and proposes changes that would provide work situa- 
tions for youth earlier. It recognizes that no one 
environment is beneficial to all youth, and that the 
single monolithic pattern of unbroken schooling has 
reduced opportunities for those who would find dif- 
ferent paths more fruitful. 

The panel also recommends a change in school 
structure. "American secondary education is increas- 
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ingly a world of large urban districts composed of 
large comprehensive schools, with students assigned 
to schools according to the neighborhoods in which 
they li\ c \\*c noted growing problems of this institu- 
tional ai ingement: little consumer choice; the heavy 
weight of bureaucratic and professional controls; the 
large size of single-grade student strata; segregation 
by class, race, and ethnicity; overloading of institu- 
tional capacity by an excess of expectations and func- 
tions; and the institutional blandness that can follow 
from ambiguous purpose and amorphous structure." 

Report of the National Panel on High Schools and 
Adolescent Education 

In 1972 the U.S. Office of Education created a 
national panel to study high schools and adolescent 
education. The panel set out to critically analyze the 
high schools of the nation and suggested new direc- 
tions for moving schools to better meet the problems 
of adolescent education. One such direction of change 
was the development of educational alternatives. 

The panel reached four conclusions regarduig the 
nation's high schools. First of all, in spite of the great 
freedom in managing local schools, the more than 
16,000 different boards of education in the United 
States exhibit a ^'startling" similarity in their organiza- 
tion and instruction. Second, a truly comprehensive 
high school has rarely, if ever, been achieved, even 
though one of the goals of public education since 
the time of the Conant report in 1959 has been the 
comprehensive high school. A third conclusion was 
that big schools had a tendency to be inhumane, 
bureaucratic, and unsuited to individual student needs. 
The panel also cited evidence that the rise of the large 
comprehensive school had been accompanied by in- 
creased alienation of students from their peers and 
their environment. Finally, the panel said that schools 
functioned as much for custodial as for instructional 
purposes, concluding that schools seem to act as social 
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"a{iin<i \'ats'* and custodial shelters to protect the 
iiniiiature \()un<4, with this isolation eftecti\'el\' **de- 
conpliii<^" <^enerati()i)S. 

To correct the liabilities and problems of the isolated 
niiifonu comprehensive school, the panel made iive 
reeoinrnendations , bout alternati\-e schools, the first 
hein<4 that the institutions of adolescent education 
.should attempt to create flexible and dixerse environ- 
n'.euts to accommodate the innumerable differences 
aMi()n<^ adolescents. 

Second, some good results w dd likeK* l)e produced 
in an educatioual environmei that combined a small 
(Mnollmen.t with diverse offerings and much choice. 
Because the adolescent population is heterogeneous, 
the third reconniiendation is that a greater variety of 
alternatives wouK^ appeal to the broad range of stu- 
dents b\ providi: ^ more choices. 

Fourth, the panel suggested se\eral specific alterna- 
ti\es. One, minischools, could l)e set up with (hstinct 
learning situations- — tea jlier-oriented, student-orient- 
ed, or open. ''These mini.schools could specialize in 
ainthing from English to automobile mechanics and 
allow the schools to incorporate all levels of interest 
and abilit\' in a productive educational system," the 
panel said. ''Each of these minischools should be 
almost completeK autonomous with its own staff, 
curriculimi, and territory." Siwll alternative schools 
such as career academies, technology centers, art cen- 
ters, and free schools outside the present high school 
wonld constitute a second alternative. The panel said, 
"In the community, these centers would broaden the 
horizons of both students and educators as to many 
learning situations available." Third, alternatives to 
schooling as well as in schooling should be evaluated. 
"Adolescents should l)e encouraged to investigate and 
participate in work experiences, community service, 
local government, and schools without walls," the 
panel said. A fourth alternatix e would extend to nights, 
weekends, and summers the availability of each 
school's facilities for youth and adidts. Along with 
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allowing greater flexibility, this would provide credit 
tor new kinds of leariiiiig. To realize these four 
alternatives to schooling, the schools must Inue an 
open entrance-exit p()lie\', so that students could attend 
school part-time, work or volunteer their services in 
or out of school, or attend two schools at one time. 

The panel's fifth major reconunendation about al- 
ternative schools encouraged the dcNclopment of 
experiential learning outside the school, because no 
one institution can provide the diversity of experiences 
necessary to adequate! >' meet the widely varying needs, 
interests, al)ilities, aspirations, and learning styles of 
adolescents. '*Only the wider coninuinity, reflecting 
the diversities of the general population, has the 
flexibility and human and material resources to provide 
learning situations diverse in both content and st\'le," 
said the paneb 

The Adolescent, Other Citizens, and Their High 
Schools 

Task Force 74, a national task force for high school 
reform, was established to follow up the report of 
the National Commission on the Reform of Secondary 
Education. The Task Force Report deals with three 
areas: citizen involvement, education for responsible 
citizenship, and the management of alternative schools 
and programs. The Task Force, recognizing in advance 
that its report would be disturbing to some readers, 
said, 'The far-reaching recommendations combined 
in this report may suggest revolution — a quiet revolu- 
tion, perhaps, but a real one. The Task Force members 
concluded that, unless many of the problems high- 
lighted in this report receive high priority on our 
nation's work list, the vitalits ot o a free public 
educational system will be m jeopardy, l .ough its 
members are not alarmists, the T: "k For coi^cluded 
that the democratic founr.at ns >l our covinlry will 
be threatened if solution- to se problems are not 
found.'' 

The report shares an enthusii i lo. ( luca:ional 
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altc»rnati\'os witli other reports cited. Hcconinieiiclation 
#14 *^irj4cs school districts to mox'c toward a s\'stciii- 
widc rarijic ot ahcrnati\'cs rcsponsixc to the needs of 
all students/' 

"Hie report <4i\ cs two reasons tor the iaihire oi ret on n 
throuf^h iinio\ ati()iis, sa\ 'The innox atix c ap- 

proach Nvas piecemeal and the eifort to ciiaii^^c the 
hi^h school iii\ oK manipulatin}^ onK a part oi the 
program rather than the* tola! process. Second, neither 
teachers, students, nor parents were iuxoK'cd sntii- 
cienth in the important decisions allectin}^ the in- 
noNation. 

"rhel'iisk l^\)rc(\ in snnmiari/inj^ its report, said that 
I'crtain pri'K iples would ha\e to he accepted if educa- 
tional relorm in thc» hif^h school was to produce a 
hettcM* response lor all students enrolled. ''Hiese prin- 
ciples/' the Task P^)rce said, "rexohe around tlie 
iollowinu proposals: 

(!iti/rns and parents luiisl hcroiiu' more 1 1 ivolvcd in tlie 
act i\ itif^ ol in^li srhooU. 

Stntlcuts iiin.st l)c' inhniiH'd ol tlu'ir rights and as.snri»(l 
that snc li rights will I )t' suppf ) it rd l)\ dni' [)r()C'i's,s j)r()c ('dnri'. 

I'!dnratin^ Ini* rcsponsihilitN lunst hi-cDnic a j)riinary 
hin< ti()n n| the sflux)! itsi'll. 

,\lt('rnati\i' pro^^rauis to tin* traditional lii^l» si-hool nin.st 
ti'strd and I'stahlisla'd, 

Tla'rt' art' 15.2 million public- hi^^li seliool slntliaits in 
*^rad('.s ^) tlirnnj^li 12 in Anu'riia todav. and anHMi^^ them 
arc oiir f ntnrr leaders. W'e need to do onr hest lor them — lor 
oiir sake as vvell as theirs/ 

.\ Fifth report is l)ein<^ prepared h\ the Phi Delta 
Kappa Task P'orce on (Compulsory Education and 
Transition h)r \'outh. Its hrst reconmiendation i.s that 
al!ernati\ e niodels ot school and alternati ves to school 
should be (le\eloped hecause scho()lin<i as it is pre- 
sentl>* or^^ani/ed and operated does not ha\'e a power- 
t nl. henel icial inFI nonce on student learning. The 
cunndati\e thrust of these fi\'e reports is reasonably 
clear: The present s\'Stem of public education, particu- 
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I'di'h of [he secondary scIk'oK iiocds major reform, 
'flic cU'\ clopmfiil ()t altcM'iuiliM'S will ])C an inlcjiral 
piii't ot tiiinrc c'ttorts to aecomplisli reform. 

Alteriiati\ c\s in the Hefonn and Heiiewal of 
Education 

The most notable' aspect ot American edneation 
chn intj; tile last twodeeadcs has heen its preoccupation 
xx'ith eluni^c," Saturdcnj Hcvicic's echieation echtor 
faJJics Cass wrote i)i 1973. "HcForm oF the schools* 
h'd^ hecn the most popular o;ame in town. Innumerahle 
inoox atious ha\'c heen introthiccd and wideh' accept- 
ed- ♦ . - \ ast sums of monex' and a ^ood deal ot crcatix c 
cn<^'r<r\ lia\ e ])c*en e\pende(h The result has sometimes 
l)ecn a niore interesting and humane learniuy; enx iron- 
ni^^'i^t, hut what luippens to most chihhvn in the 
chissrouin has clumped remarkahh' little. 

I'or more than two (k*cadcs the unsuccessful search 
for an educational panacea has eontinuech m not 
sni'e we ]Ki\'e any real chics at the present time on 
tn reform the echicational s\ stems/' Paul Nachti- 
cral of the Ford Founchition sai(l in 1972. Many a^^rec 
th'dt the schools still need reform. A less widespread, 
]:)nt i^rowin^, realization is that tew nuijor reforms will 
c(>nie in this decade or this ccnturx'. Christopher Jencks 
and Marslui Brown concluded, ''Neither educators nor 
social Scientists know how to change hi^h schools 
so as to raise students' test scores, e(hicational attain- 
ment, ocetipational status." But some writers are 
ca!!i!iU for attempts to chan<^e the sx'stem, as Cass, 
w'ho said, 'AVe lui\'e no option hut to seek the means 
{ov m.akiny: the schools more ef fectix e for all children/' 
"riiis re\'iew has miderscorcd the complexity of the 
process of ()r<!:ani/.ati()nal change in schools, our pres- 
ent niiuimal mulerstandiu^ uf its d\'namics, and the 
ina(le(inac\' of related theory and research," said Jo- 
seph (iiac(ininta in summing i»P research on ()r<j[aniza- 
tionul clian<^e in schools. ''It is to he hoped that the 
simplistic explanations of the chanj^e process often 
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foiiiK' tlir lilcraturc will \)C vcpldwd lyy adcMiuate 
tlu'or) to c'\];)lani t lum<ic and rij^orons rcscarcli to test 
the iMMd ieatioiis ot (he theor\'/* 

l'li< ^> ])c» of researc h Oiaeciuinta ealls tor w ill take 
dec-ad^'-'^ to dev't'lo]). Those who wish to see more 
1 ^spoosix f schools in this ecMitor\- will ha\'e to ahandon 
(he s^'^^X'h for the paiuicean <^rail and aeccpt more 
i;; ulc'^^t (juests. rh<^* dex elopnuMit of alternati\'cs is not 
a p ! <^H'ea, hut it nia\- ha\*e the potential for the 
(le \ t i< M^i ueiit ot more respoiisix e schools and pro- 
iZrainS- 

diii^i^e eai lot guarantee iinproxenient, hut no im- 
])r()\'('nie)it eaii a]:)pear without it. The two major 
x eliic h)r edneatioiial ehan<^e in the past two decades 
were i^^struet ional innoNation and eurrieiilar reform, 
While* rcsearc'h on the results of neither effort is 
eucoOJ'^i^iu^, some realities related to hoth are often 
o\ erl(>^^l<e(l. 

More than I)ein<^ "st>'lish," the imiox'ations hecanie 
a mc^i^^^ I)>* whieh the j^uhlic and the ];)r()fessi()n 
e\'uhKiti»(l schools: lots of innox ations cciualed a good 
schooK and uo iimoxations cfinaled a poor school. 
The ii>^>o\ ation l)ecame a puhlic relations tool. When 
a coiii^^Umity ex]:>ressed concern ahout some aspect 
ot ■ '"Schools, this was a <^ood time to announce an 
inoos'^^tioii to dec()\" attention from the real concerns. 

The ciirricnlar reh)rms liacl a facade of validity. If 
it WaS ^l^onsored 1)>' the National Science Foundation, 
it mu-'^t l)e ()ka>'' J^^^t James MacDonald says that the 
(lr\(»loi^nient ot curricuhnn, including the reforms of 
the if-JoOs and 196()s. was ];)riniaril\' a historical acci- 
dent. 

''Tb^^t alternatives in education are needed was also 
re\eal^'^' f()ll()win<^ the curricuhnn 'reform' decade," 
Gleii\'^' ^^irnh said. "0\*erreliance on the new curricula 
as ];)aii^^^*eas for the ills of education was illustrated 
1)\' their low ini]:)act anywhere other than suburbia. 
Not ()<dy alternati\'e typvs of curriculum content, 
methods, and materials aie needed, but niar^v other 
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altcruati\'es in cchieation arc possible and desirable." 

Because the national reports eited previously all 
su<i^est that alteniati\e schools shoidd pla\' a n)le in 
educational chan<4e, it niijiht he appropriate to consider 
how the alternati\'e school strateyv* (HiTers from other 
chan<j;e strate<4ies. 

The deveh)pment of alternatives provides for a 
reorganization of the structure of pubhc school s\'S- 
tenis. Unhke the curricular reforms, which were sub- 
stantive, the de\elopnient of alternatives does not 
necessarily introduce any new substance. But a change 
in organizational structure may be necessary as a 
prere(iuisite to other changes. Some educators believe 
that the bureaucratic, monolithic organizational struc- 
ture of the school sx'stem makes it S(> ^ sistantto change. 

Choice vs. Imposition 

The reform efforts of the past two decades were 
typically designed for everyone. The new math was 
for all students and all teachers. When a new curricu- 
lum is inposed on everyone, it is threatening to some, 
particularly to those who are convinced of the value 
of the former curriculum. This automatically creates 
resistance to the new curriculum from some teachers 
and parents. 

Because the alternative is not for everyone, but only 
for the clients and staff who choose it, choice creates 
a commitment and a subse(iuent involvement by fami- 
lies and teachers. 

Internal Intervention vs. External Intervention 

Frequently the reforms of the past two decades 
depended upon external change agents, and often 
re(iuired external funds. These transient change agents 
were considered a temporary inconvenience by the 
school staff. The staff ^vas not responsible for the 
change, and they assumed that after the change agent 
left, the school would return to no-jniJ. The directive 
for the innovation usually came from the central 



156 



IS 



Altt'i'iiahx cs in iMlncah'on 



administration to the scliool tacultx'. 

In contrast, the altcrnati\ r IcmkIs to he a do-it-N'ourscIt 
opcratioi^ ('oiitrol and rc\spoiisihilit\ are xested in the 
staff, tlie stu(U nts, and their parents. 

Action Lab vs. Model School 

The model school concept assumed that once an 
iiinox'ation was tried, developed, and tested in one 
scliool, it conld he disseininated in similar form to 
all schools. A<4ain, this was part of the panaccan 
ap] roach. The experimental or model school rarcK', 
if ev er, prodnced <^cncral izahle rcsnlts. 

The altcrnati\'c school tends to he more an action 
iahoratorx*. The smaller size of most alternativ es makes 
it possihle to make more chaii<4es and to modify the 
cliaii^es as (jnickk" as ncccssar\'. The acK'antage of 
tlic smaller school is rec()<^ni*/.ed. The F'ord Fonndation 
report noted, "Small schools chan<^cd faster than larj^e 
ones.'' Glatthorn, an alternative school administrator, 
points out several ad\'anta<^es of the small alternative 
school: better personal relationships, less hnrcancratic 
control, more teacher joh satisfaction, more stndcnt 
participation, and hetter personnel usa<^c. 

All of these differences sn<^f!;est that renewal is more 
appropriate than reform for discnssin<^ the altcrnatix'c 
schools' role in educational change. The de\-clopmcnt 
of alternati\'cs is not an attempt to reform the existing 
iirstitution. The conx'cntional school will always he 
axailahle, and when every tamik' has a choice of 
schools, the conventional school hecoines an option. 
Continual creation of new altcrnatixcs huilds self-re- 
newal into the system, as well. 

Alternatives and Racial Integr Hon 

Several recent developments suggest that optional 
pnhlic schools are providing another dimension to 
the prohleni of racial segregation in the schools, hi 
some comnuniities the alternative schools are per- 
ceived as an alternative to compulsory husing. 

In Berkeley, Evanston, Houston, Pasadena, and St. 
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Paul the creation of alternative pnl)!'^* schools xv'^s 
part of an oxerall plan in each cit\' t^^ reduce racial 
imbalance in the schools. The Brown ^^^-'hool in Louis- 
ville had an evenly dix ided student b^nly, ludf hlaek, 
half white, and waitinji; lists for admi-^-^iou, wliile the 
rest of the city and tlie surrouiuhnjr ^'ounty were in 
turmoil ox'er court-ordered husinji;. 

Leji;al decisions mandating busing t^^ achie\-e racial 
balance in the schools were based part on tlie 
research of sociologist James Coleina^^^ tlH)iigh Cojo- 
nian himself ncxer recommended for^^'^'cl busing. ''In 
dense and large urban areas, class in^e^gration is ex- 
tremelv difficult, if not imi)ossiblc, to acliieve/' Col^'- 
man said in UJ72. *AVhat I think i.^ needed in the 
long run is a new and totally diffe^^'nt solution to 
what comprises a school. I would c'l"^aracterize this 
approach as a breaking apart of the sch^'ol wiiere some 
of the chikbs activities are carried ou^ in one settii»g, 
others in another setting. Some of these activities 
would be class-integrated, but not all need be. When 
a child has a diverse arra\' of educ^-^tional settings, 
then it's not necessarx' for every one 0^ those settings 
to be class-integrated." 

Coleman could well have been de*^<-'ribinjr the St. 
Paul Learning Centers Program, wbert* students spend 
one-half day in their neighborhood -^eliools, which 
are class segregated, and one-half da>' hi the learning 
centers, which are class integrated. This voluntary 
integration program has attracted mort^' than 90 percent 
of the eligible students. More recently, concerned 
about the possibility of forced busing? causing "white 
flight" from urban areas, Coleman b'^^* suggested an 
open enrollment plan for metropolitan areas that would 
allow each student to attend any ^choo^ in the area 
as long as the school chosen has a lower proportion 
of his race than the neighborhood school. This proposal 
would probably not affect the black inner-eity school 
because it is doubtful that many whit^^-^ would choose 
to attend it. 

The busing controversy has attracte^^^ much attention 
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ii) all pLirts ol the coiiiitrx . At least four constitutional 
anxMidiDents that would end forced busing hiwc l)ecn 
proposed. I legislation has heen int rod need in C.'on^ress 
[o rcdnee racial and socioeconomic segregation in the 
sc hools, including the pre\'ent .on ol rese^re^ation. The 
National I^pial I^dneatioual Opportunities Act of 1974 
would establish educational parks and magnet scliools 
a\'ailal)le 1)\' choice and would allow \'()luntar\' transfer 
(it students from schools in wlu'ch tlieir race is a 
majoritx" to scliools in which their race is a minority. 
Thus it seems possible, but not probable, that alterna- 
tix'c public schools could be established l)\' law na~ 
tionall)' to aid inte^';ration. 

Meanwhile, in at least two communities I' .S. District 
(^)urt judges ha\e lulecl that optional public schools 
had to be establislied as part of the resolution of 
segregation cases. In Detroit, Jud^e Robert DcMascio 
ruled that open enrollment schools and vocational 
centers would be a\'ailal)le to all students but with 
controlled racial composition. In Boston, Judge VV. 
Arthur CJarritx' ruled as part of a segregation case that 
the cit\' would establish twent\-two magnet schools 
designed to draw students with '*attracti\'e and inno- 
\ati\e programs." Judge Garrit\' called the magnet 
schools *'the crux and magic'' of liis integration pro- 
gram. Attendance rates at the integrated magnet school 
arc already higher than in 'die school s\ stem as a whole. 
Other cities using magiu^t schools as part of integration 
prf)grams include Cleveland, P"t. Worth, and Harris- 
bnrg. 

Declining Scores in the Basic Skills 

People ha\'e alwa\\s been concerned about how well 
the schools were teaching the basic skills. Since 1850 
the schools ha\'e been criticized in e\ery decade for 
their failure in the teaching of reading and writing. 
Concerns about declining scores on national tests and 
indications that so many American adults are both 
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illiterate and incompetent luue pr()nii:)te(l a new \va\'e 
of criticism today. 

In f^eneral, the alternatix'e schools mox'cment has 
not focused on basic skills development as a major 
rationale, th()n<i;h some individual alternative schools 
have prochiced dramatic results with students who 
had not been achie\'in<i well in conventional schools. 
''Where standard measures of achievenient such as 
test scores and college achnissions are applicable, they 
show that alternatixx' school students perform at least 
as well as their counterparts in trachtional school 
programs, and usually better," a Ford Foundation 
report stated in 1974. However, few alternative schools 
were designed to concentrate on the basic skills. Until 
1975 only about a dozen fundamental alternative 
public schools were operating — in California, Colora- 
do, Florida, Maryland, Michigan, North Carolina — 
and their role in the alternative schools movement 
was slight. 

However, iii 1975 the Seventh Annual Gallup Poll 
of Public Attitudes Toward Education showed strong 
public interest in schools emphasizing the basic skills. 
Respondents were asked this question: ''In some U.S. 
cities, parents of schoolchildren are being given the 
choice of sending their children to a special public 
school that has strict discipline, including a dress code, 
and that puts emphasis on the Three Rs. If you lived 
in one of these cities, and had children of school ages, 
would you send them to such a school or not?" 
Fifty-seven percent of total respondents and 56 percent 
of the parents with children in the public schools 
responded that they would send their children to the 
fundamental school. 

Earlier in the same year, a panel of the National 
Education Association, which investigated the school 
textbook controversy in Kanawha County, West Vir- 
ginia, recommended "that consideration be given to 
alternative public education emphasizing 'traditional 
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tt'ac'hin^iiictliods' within the Kanawha ('ountN jMihlic 
school system/' 

Thus, the present mood in societ) and in' echieation 
sn^^ests that inteicsl in the ()i)lional Inndamental 
l^nhh'e school will continue. 

Vandalism, V iolence, Crime, and Absenteeism 

Themval interest in tundanicntal schools is certaiuK' 
related to concer!i with discii:)line as well as concern 
for basic skills, in the ainiual (iallup polls on ecbica- 
tion, lack ot cbscipline is most tre(iuentl\' cited as 
the major problem e()ldrontin^^ the public schools. In 
the HJTo poll tbscipline was ranked first, with businj^ 
for integration second and lack ot Hnancial suj^port 
third. 

(]riine and \':uKlal ism in the schools cost S594 
million in 1974, an amount greater than the schools 
spent on textl )0()ks in the same \'ear. Few people 
disagree with the report of Senator Birch Ba\b\s 
subeomnnttec that \'iolence and \ andalism are rapidly 
increasing in both intensit}* aiKl trecjuencv'. Part of 
the increase mav- be due to more accurate rei:)orting, 
but tbe 1973 report of the Commission on tbe Reform 
of Seeonchiry Education states, "Hiere is reason to 
belie\e that fewer than 10 percent of tbe crimes 
committed in scbool buildings, including \*i()lent 
crimes, are di\'ulged/' 

Ver\' few^ alternati\*e public schools have originated 
as a response to absenteeism or crime. One large urban 
bigh scbool witli a 70 percent truancy rate and a 60 
percent dropout rate was comerted into a complex 
of optional miniscbools in a desperate effort to sa\'e 
tbe school. 

State eommissions in C^alitornia. New York, and 
Peims\'l\ ania based part of their reconnnendations for 
creating smaller optional public schools on increases 
in absenteeism and crime. *'Tbe incidence of vandal- 
ism, fight i?ig, an.d drug-alcobol offenses in school 
was direetb* related to size of school/' according to 
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a task lort'c report on (lalit'oniia scliools, hi Molcni'C 
in the .V(7uN)/.v. Midiac'l Bcr}j;cr reports tluit tlio slioer 
si/c of urban scliools is a cause of \'ioleiicc\ and tluit 
there is an "almost total laek of \'iolenee in alternatixe 
scliools." 11iis i.s \'erii ied t)\' reports of fewer absentees, 
less vandalism, and less eriine from the smaller al- 
ternative public schools. 

\hin\' who are not professional edneator.s see the 
alternative school as a solution to these .seriou.s prob- 
lems, Botl'i the national president of the PTA and a 
representative of the American Civil Liberties Union 
recomi;)endecl alternatives to the Bayb conmiittec in- 
xestijjjatin^ school violence and \andalisni, A 1975 
report, "Violence in Our Schools'' from the National 
Connnittee for Citi/en.s in Education, reeoinniends 
alternative programs and ininischools. 

Alternative public schools will probabK' not solve 
the problems of absenteeism and crime in the schools, 
but the\- ma\' ha\'e a contribution to make in the 
exentuul (hminution of thc*se pi'oblenis. 

The 0"^^^ti^>^^ ^Ji^' Cor.trol of Public Education 

For the past fifteen \ears eoncern about the control 
of the schools has been increasing. F^ederal and state 
govermnents ha\e aaempted to gain grealer control 
of schools through the accountabilit\- movement, in- 
cluding s\'stems development and behavioral or per- 
formance objectiv es. Teacher unions and associatioi^s 
have sought more control through contract negotia- 
tions. Parents and other citizens have tried to gain 
more control Hirough the local commimity board and 
bv forming national interest groups. 

The development of alternative schools suggests a 
different control structure. Choice for students, 
parents, teachers, and administrators within a local 
school s>\stem is a direct way of getting everyone 
involved. Those who make choices have to be ade- 
quately prepared both to make a wise choice and to 



162 



Altcriialivcs in lOdncalioii 

assniMc rcsponsihilitN' lor the succoss of the alternative 
chosen. 

Choice h\' the nser prov ides a (UTferent means of 
control. The (jiialitx' of a school sv stem can he judf^ed 
h\' tlie arrax' and (jnalitN of alternati\'es it provides 
to its clientele. Alternatives that are not perceived as 
nieetinjj; an edncational need will not he chosen, 

E()nally important, analysis of a conmuinity's need 
ior alternatix'es provides a fornni in which varions 
interest groups within thecommnnity can express their 
edncational needs and concerns. In many commnnities 
today no other means for this commnnication exists. 
A connnnnity that analy7.es its needs for alternatives 
carefnlK and thoroughly and agrees that they are not 
necessary will have created a climate more supportive 
of the standard schools. Involving a broad segment 
of the local community in the action — the consider- 
ation of alternatives — will show all concerned that 
they can and d') indeed have a part in the control 
of the local schools. 

Conclusion 

In the 200-year history of this country, Jefferson's 
ideal of an electorate educated to handle the problem.s 
oi a democracy has ne\'er been farther away. Few 
adnlt.s today can comprehend the complexity of prob- 
lems of international politics and trade, inflation and 
depression, the sudden emergence of a no-growth 
economics after two hundred years of the world's most 
impressive growth curve, sexual politics, environ- 
mental deterioration, inequality in economics and 
politics, dishonesty in business and government, and 
a host of other problems, present and future. 

The only promising resc^urce for the future solutions 
to these problems is the present generation of children 
and youth. At present this resource is not being 
developed adequately. Since elementary and secon- 
dary enrollments are not now expanding rapidly, con- 
cern for quantity of education can now switch to a 
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concern for the (inality ol" education. Unless the schools 
can chauj^e rapicUx, the (inality of life, as most adult 
Americans hax e experienced it, is certain to deteriorate 
further. Alternatixes will have a role to play in the 
search forcpiality cnhication. That role is best described 
in the opening paragraphs of the North Central Associ- 
ati()n\s Policies and Standards for the Approval of 
Optional Schools: "In recent years tlie concept of 
educational choice (optional schools, alternative 
schools — call them what you will) has penetrated 
deeply into the American system of education. It seems 
likely that in the foreseeable future many different 
types of schools will exist side by side within the 
total educational structure, each designed to meet a 
different set of specified learning and living needs 
of young people. These schools will not be competitive 
with nor antagonistic to one another, but rather will 
be complementary in effort and thrust, helping Ameri- 
can education redeem its long-term connnitment to 
the fullest education of every child. 

"While the standard school certainly will continue 
to be the major institution in American education, 
it will not be the exclusive one. Other lypes of schools 
will develop, seeking to provide more fully for the 
total educational needs of the community. Widespread 
educational options — the coexistence of many types 
of alternative schools and programs — should strength- 
en American education as a whole.'' 
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